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Forward

The tumultuous beginning of Project Head Start, which entailed launching
a nationwide preschool program in the face of limited facilities and a
paucity of trained personnel, was accompanied by hastily conceived efforts
to evaluate its effectiveness. Once the program had begun to stabilize,
the U.S. Office of Economic Opportunity developed a plan for securing the
sustained participation of university researchers in a program of research
and evaluation. Fourteen university-based, geographically distributed
Head Start Evaluation and Research Centers were established to participate
jointly in a centrally directed national evaluation and, at the same time,
individually mount a program of research relevant to the needs of Head
Start. The Bank Street College Research Division welcomed the opportunity
to serve in this capacity. Upon completion of the national evaluation
program, the Bank Street Evaluation and Research Center was invited to
continue its research program under the auspices of OEO as an Early Child-
hood Research Center. Our productive association with OEO has been greatly
facilitated by those charged with the responsibility for coordinating this
national program of research and evaluation; it is a pleasure to acknowl-
edge the valuable advice and assistance we have received from Drs. Edmund
Gordon, John McDavid, Lois-ellen Datta and Edith Grotberg.

The Bank Street Center's program of research dealt with two major areas
of investigation. Because the compensatory educational movement was so
fundamentally concerned with upgrading children's academic competence and
seemed, at least in some quarters, to oe based upon an inadequate under-
standing of the nature of young children's thinking and learning, we chose
to focus one part of our research effort on the study of cognitive develop-
ment in young children, particularly children with deprived backgrounds.
The second broad area of investigation, formulated by the sociologists and
anthropologists of our interdisciplinary staff, was concerned with the
manner in which organizational structure and dynamics affected the programs
of Head Start centers.

One facet of our comparative study of cognitive development was devoted to
Dr. Schachter's study of preschool languag. In sharp contrast with the
prevailing focus on recording the developmen!: of language content directly
related to conceptual functioning, Dr. Schact.ter chose to investigate the
emergence of language as a tool for social intercourse and projection of
the self. The child's earliest problem solving and mastery of language
are seen as developing in the context of his communication with others and
the need to assert himself. Dr. Schachter's work is concerned with differ-
entiating and assessing functional aspects of children's language.

Herbert Zimiles, Ph.D., Director
Early Childhood Research Center



I. INTRODUCTION

Why do children talk spontaneously to others in the everyday naturalistic

situation? This fundamental functional-motivational question assumes heightened

significance in the light of White's recent finding (White, in press) that mothers

of young children talk to them Imostly" (p. 33) when the child spontaneously in-

itiates the interaction. White (1971) reports:

Our most effective mothers do not devote the bulk of their day to rearing their

children....Though usually working on some chore, she (mother) in generally with-

in earshot. He (child) then gocs to her and usually, but not always, is respond-

ed to by his mother with help or shared enthusiasm plus, occasionally, an inter-

esting, naturally related idea. These 10 to 30 second interchanges are usually

oriented around the child's interest of the moment rather than toward some need

or interest of the mother....

These mothers very rarely spend 5, 10 or 20 minutes teaching their one- or two-

year-olds, but they get an enormous amount of teaching in "on the fly," and usu-

ally at the child's instigation. Though they do volunteer comments opportunisti-

cally, they mostly act in response to overtures by the child (White, 1971, p. 87;

emphasis in the original).

White's refreshingly naturalistic observations, though they may seem obvious

to the universally harried mother who is unlikely to disturb the blessing of a

quiet moment by starting a conversation with her child, could and should have a

salutary effect on both the study of early language development, and on current

efforts to develop compensatory preschool programs for the disadvantaged.

Regarding language development, it is encouraging to note the expanding
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horizons of our developmental psycholinguists from a narrow focus on pure form,

or syntax, to a broader view which now encompasses the semantic or cognitive

aspects of language development (see Bloom's comprehensive review of the, last

decade, in press). Yet research in this area has still to encompass those non-

linguistic and noncognitive, motivational, personal and social aspects of speech

which seem to play so prominent a role in natural development, as indicated by

White's data (1971).

Regarding compensatory preschool programs for the disadvantaged, they have

been mainly of two kinds: (a) didactic programs and (b) whole-child programs.

In didactic programs, teachers actively focus on intensive training in language,

its structure (Bereiter and Engelmaaa, 1966) or some cognitive aepect of its

function like coding ability (Moore, 1971). On the other hand, whole-child pro-

grams (Biber, Shapiro and Wickens, 1971) resemble White's good home environment,

both socially and physically, in that the teacher is responsive to the child's

self-propelled activity; the physical equipment resembles those play materials

usually provided by the well equipped home; the curriculum consists of the rich

flow of daily interactions (including verbal) between the child and his social

and physical world; and it is assumed that the child will talk when he feels the

need to do so. Citing Kohlberg and Mayer's (1972) key distinction between pro-

grams which stimulate development and those which mimic development, Cazden

(1972) vividly presents the critical dilemma in our preschool compensatory ef-

forts to date. Namely, while it is the whole-child programs that come closest

to White's good home environment for stimulating development, it is the didactic

programs, those which seemingly artificially force or mimic development, which

have so far proven more effective, though the gains are likely to be short term

and limited. Cazden (1972) concludes:



Because everything we know about language development suggests that it develops

best...when motivated by powerful communication intent, and because we want to

stimulate development and not just mimic it, it is important to try to make

"natural," less didactic, group environments more effective (Cazden, 1972, p. 24,

quotation marks in the original).

Whether the ultimate goal is to make whole-child programs more effective,

or to contribute to an understanding of language development, it seems important

to examine the noncognitive, motivational, personal and social aspects of speech

functioning as it occurs in everyday naturalistic communication. Virtually no

data exists on the subject. Those who adopt a whole-child paradigm have not

focused their attention specifically on verbal development (Biber, et al., 1971),

while those who have studied language and speech development have failed to take

noncognitive factors into account. As has been noted, research on language de-

velopment has focused on syntax and semantics. Studies of speech development

_have focused on the adequacy of the communication rather than its uses in com-

munication (Piaget, 1926; Flavell, 1968); or on intrapersonal rather than on

interpersonal speech (Vygotsky, 1962; Luria, 1961; Kendler, 1963). Indeed, it

is ironic that it is the sociolinguists (Bernstein, 1970; Labov, 1970; Byrnes,

1971), rather than the psychologists, who have been examining the complex exper-

ience of human communication in its intricate social and motivational contexts,

in search of ethnolinguistic or ecological insights into the poverty school

problem. Yet, apart from the fact that these sociolinguistic studies tend to be

informal in methodology, largely descriptive and anecdotal, the research to date

has been limited to older children and adults, thus lacking a developmental per-

spective. We have no data on how patterns of self-motivated everyday speech

develop in early childhood or on early sociolinguistic differences.
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The present investigation was designed to provide this ethnolinguistic data

for urban black and white children ages 2 to 5 in the context of the free play

period, of the kind prescribed by whole-child programs. The ecological setting

is the community group care center for preschoolers, day care, Head Start, pri-

vate school, etc. The free play period was chosen to maximize the occurrence of

spontaneous speech. The urban preschool center was chosen in order to derive

implications for efforts at compensatory preschool language intervention program-

ming.

Specifically, the following studies were undertaken:

1. A Methodological Study aimed at developing an instrument for scoring

spontaneous interpersonal preschool speech from the point of view of the child's

need to talk. The scoring scheme is called the Functions of Interpersonal Spon-

taneous Preschool Speech (FIS-P). The instrument was developed on the basis of

6,000 statements from 150 preschoolers, advantaged and disadvantaged, black and

white.

2. A Deyeloamental Study aimed at identifying developmental changes in the

pattern of spontaneous speech usage (FIS-P scores) during the preschool years,

from 2 to 5. Longitudinal data were collected on a small sample of four advan-

taged white Ss, each S observed at ages 2-0, 2k, 3-0, 3k, and 4k. Cross-sectional

data were collected on a large sample of 170 Ss consisting of four sociolinguistic

groups: advantaged white, advantaged black, disadvantaged black, all groups of

above average mean IQ, plus a disadvantaged black group of below average mean IQ,

each group with subgroups at ages 2k, 31/2, 4k, and 5k.

3. A Sociolinguistic Study aimed at identifying differences in speech usage

(FIS-P scores) among the four sociolinguistic groups under study.
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II. METHODOLOGICAL STUDY

It was necessary to develop a scoring scheme for the functions of spontan-

eous interpersonal preschool speech from the viewpoint of the child's need to

talk because existing functional category schemes (those of Piaget, 1926; Jakob-

son Lsee Bruner, 1966, Chapter 5/; and Skinner, 1957) did not appear suitable.

Neither Jakobson's nor Skinner's2 category systems were designed to deal with the

special features of speech in early childhood. Piaget's category system, while

specific to child speech, was intended to distinguish levels of communication

ability rather than speech function from the viewpoint of the child's need to

talk, as Piaget himself points out (Piaget and Inhelder, 1969). As such, Piaget

(1926) distinguished between the immature egocentric speech, including mere repe-

titions, talking to oneself (the monologue), talk intended for communication but

not adapted to the needs of the listener (the collective monologue); and the more

mature socialized speech, both intended for communication and adapted to the

needs of the listener. The present study, which is concerned with speech from

the viewpoint of the child's need to talk to others, covers speech intended for

interpersonal communication, thus encompassing Piaget's collective monologue,

his socialized speech, and those repetitions which are intended for communication.

More specifically, the present scoring scheme defines an utterance or a

statement as scoreable if it fulfills the following dual criteria: (a) It must

be spontaneous, initiated by the child, with no prodding or shaping by adults

and no direct questioning by peers. Recording was interrupted when the teacher

initiated or shaped the statement in any way. Statements in response to other

children's utterances were scoreable, unless a direct question was asked by the

other. (b) It must be intended for interpersonal communication. A list of
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statements that were not scoreable because they were neither spontaneous nor

interpersonal, or for some other reason, were designated by a seras of Nonstmes

as follows: /ntrapersonal, when a. carries on a monologue with himself; Unintel-

ligible, when utterance, context, or tone are inaudible; Nonword, for words not

included in the Random House dictionary; Song, for known songs (spontaneously

created chants were scored); Answer to Peer Question; Spinner Repetition, rhyth-

mic, often excited repetition with no pause between repetitions (e.g., "Look,

look, look"); Incomplete, when utterance is interrupted, go that its motive can-

not be ascertained.

An utterance or statement was defined as a semantically differentiated word

or series of words, usually preceded and followed by a pause. Grammatical in-

completion or inaccuracy, both common among preschoolers, was ignored. The

judgment as to whether a word or series of.words constituted an utterance was

highly reliable, with scorer agreement .95, as was the judgment as to whether it

was a scoreable utterance, with scorer agreement .91 (see reliability section

below).

The following sections will describe the instrument development phase; re-

cording and scoring procedures of the FIS-P; reliability assessments; and a

factor analysis of FIS-P scores.

Instrument Development Phase

Preliminary Steps

Scores were developed empirically, based on 2,000 actual statements, from

100 preschoolers observed during the free play activities of the kind prescribed

by the whole-child approach. The judgment of why the child was talking was es-

sentially a clinical subjective judgment based on the statement, its context and

tone, and the training and experience of the observers. The observers included

a clinical child psychologist and a former nursery school teacher.
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In order to cover the range and variety of speech patterns anticipated in

the projected Sociolinguistic Study, Ss included both advantaged and disadvan-

taged preschoolers and both black and white. All were New York City residents.

Advantaged black and white Ss were observed in the classes for 3- and 4-year-olds

of a private school. Disadvantaged Ss, black and white, were observed in the six

classes (two 3-year-olds, two 4-year-olds, and two 5-year-olds) of a Poverty Pro-

gram early childhood center.3 Both programs were in laboratory schools connected

with the institution sponsoring the research so that the observers could move

freely from class to class recording and observing spontaneous speech during free

play.

Statements were collected at random to begin with, each observation period

followed by a discussion of the child's possible motives for making the state-

ments. Gradually the utterances the children were spontaneously generating began

to form a coherent pattern of about 200 major and minor scores.

Final Step&

In order to eliminate rarely occurring minor scores, 4,000 utterances from

a previous study of 4-year-olds, which represented the first formal application

of FIS-P scores, were used (see Schachter, 1971). This sample consisted of 57

Ss, black and white.4 On the basis of these additional 4,000 statements, minor

scores of very law frequency of occurrence (less than .1 mean interval per §)

were eliminated, leaving a final form of the FIS-P consisting of 89 scores compre-

hensively covering all scoreable and nonscoreable utterances.

The elimination of minor scores in the final comprehensive form in no way

affected the major scoring for each statement. For example, the statement "When

I grow up, I'm going to be a pilot" was assigned a primary score of ego-enhancing,

a secondary score of boasting about competence, and a tertiary score of boasting

about a future achievement. Since this kind of reference to the future occurred
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only once in 4,000 statements, the minor tertiary score was dropped, without af-

fecting the primary and secondary scoring designation.

Finally, as a further attempt to cut the massive scoring scheme down to

manageable proportions, an abbreviated version of the final comprehensive form

was developed, covering all the major scores, 33 in number. It is this abbrevi-

ated version that is used in the Developmental and Sociolinguistic Studies. The

following sections will describe the final comprehensive form in brief and the

abbreviated form in detail. (For a full description of the comprehensive form,

see Scoring Manual for FIS-P, Schachter and Kirshner, 1970.)

Comprehensive Form of FIS-P

Recording Procedures

The FIS-P is applied to 12 3-minute verbatim language samples per S, col-

lected during the free play activity of the kind prescribed by the whole-child

approach.

Twelve Language samples per S are required in order to insure an adequate

sampling of each S's speech. For the same reason, FIS-P procedure requires that

each S be observed on at least 2 different days; 4 different days are recommended.

Further, no two speech samples can follow each other consecutively if the child

remains engaged in the same task. Only if the child persists at the same task

for 15 minutes, can another speech sample be collected.

The 3-minute duration of the language sample was dictated largely by the

need to retain the memory of the context and tone of each utterance. Since con-

text and tone are of major significance in ascertaining the function of any

utterance, the situation required either elaborate and mobile audio-visual equip-

ment or a human observer-recorder. Given the fact that the projected Develop-

mental and Sociolinguistic Studies required collecting data from a large number

of preschool settings (39 were actually needed), mechanical recording was rejected
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as too expensive and cumbersome and manual recording was used. The 3-minute in-

terval makes it possible to remember most of the context and tone, whenever it is

not possible to record and score the statement as it occurs. When S speaks too

quickly for both complete recording and accurate scoring, the latter takes prefer-

ence over the former. When neither is possible, the partly recorded statement is

scored after each 3-minute interval. In the data collected to date, 80 to 90% of

the scoreable utterances have been recorded verbatim.

The rationale for selecting the free play period has already been offered.

It should also be noted, for the purposes of the generalizability of the FIS-P

procedure, that this setting, as prescribed by the whole-child approach, provides

a social and physical context which is fairly well standardized in many preschool

centers across the country. The teacher's role is standardized as the responsive

one. The physical equipment for self-selection is also quite standardized, in-

cluding blocks, doll corner, books, puzzles, paints, lego, playdough, crayons,

trucks, etc. Even the size of the class, usually about 15, and the adult-child

ratio, usually 1 to 5 or 7, is quite standardized. Thus, the dominance of the

whole-child approach in early education provides for reasonable control of a mul-

titude of situational context variables in the study of differences among individ-

uals or groups.

Scoring Procedures

Scoring Scheme

The comprehensive scoring scheme consists of Category scoring units and

Additional scoring units. The category units are concerned with the functions of

speech from the viewpoint of the child's motive for talking. The additional units

are a miscellaneous group consisting of scores which are appended to the category

units, designations for nonscoreable statements, and designations indicating

whether the speech was addressed to adults or other children.
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Category scoring units. The set of category scoring units consists of

Category scores. Subcategory scoug, and Subscores.

1. Category scores. There are nine major functional-motivational Category

scores:

I. Expressive (Ibuchl)

II. Desire Implementing ("I need red ")

III. Possession Rights Implementing ( "That's, mine ")

IV. Ego-Enhancing ("Look at my big house ")

V. Self-Referring-Including (14e too ")

VI. Joining ("Let's go out ")

VII. Collaborative ("The garage goes there')

VIII. Learning Implementing ("How does this go?")

IX. Reporting ("I'm making a monster ")

The nine categories are comprehensive in that they cover motives for all

spontaneous interpersonal statements. There are categories for (a) personal

motives, (b) social motives, and (c) other motives.

Categories I to /V cover personal motives, the expression of emotion for .

Category I, Lile fulfillment of a desire for Category II, the affirmation of a

possession right for Category III, and the enhancement of the ego for Category IV.

Categories V to VII cover social motives in that they create a social union

between the self and another. In the Self-Referring Category V, the union is

created reactively in that S responds to a statement of another by an imitative

or "me too" reference to himself (e.g., "I'm making whip cream too"; 'le too";

"I'm making whip cream" Lrepetition of another's statement/), or by competitively

referring the statement to himself (e.g., is bigger'). In the Joining

statements of Category VI, the union is created actively in that S initiates the

union (e.g., "Let's play house"). In both tLie. Self-Referring and Joining



categories, both the self and the other are involved in parallel or similar ac-

tivity. In the case of the Collaborative statements of Category VII, the union

that is created and maintained involves role differentiation (e.g., "I'll be the

mammy, and you'll be the baby"), rather than mere parallel or similar roles.

Categories VIII and IX cover other motives, not readily classified as

either personal or social. Category VIII, Learning Implementing, serves a purely

cognitive motive, implementing the child's search for knowledge. Since much of

the learning implementation of the preschooler seems to occur in conjunction

with the personal and social motives of Categories I through VII, the Learning

category score was restricted to those statements where the cognitive motive

operates alone, independent of any personal or social motives (e.g., "What num-

ber is that?" or Nhat does the stomach do?"),

The Reporting statements of Category IX can be defined by exclusion. They

cover statements intended for interpersonal communication which do not satisfy

the personal, social, and cognitive needs covered by Categories I through VIII.

However, they also seem to serve a social flinction involving a sharing of exper-

iences for its own sake, experiences concerning the self (e.g., "I'm getting

another one"); concerning others (e.g., "Your hat is falling"); or things (e.g.,

"Look at the cement mixer").

2. Subcategory scores. Within each category, Subcategory scores designate

the major means for implementing the function. For six of the nine categories,

subcategory distinctions are based on the distinction between positive and nega-

tive means. For example, desire implementing by requesting "Crayon," represents

a positive subcategory statement, while stopping a frustrator of desire, 'NO,

stop it," represents a negative subcategory etatement.5

3. Subscores. Within subcategories, Subscores designate the specific style

or context involved in the implementation of a function. For example, stopping
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a frustrator of possession rights by threats, or by sharing and postponing nego-

tiations.

Additional scamoritlits. The set of additional scores consists of Amended

scores, Nonscorea, and IientrS±Llig1Alation.

1. Appended scores. Appended scores cover a variety of distinctions related

to the function of a statement scored in any one of the nine categories. A par-

tial list includes: Adult Listener; Child Listener; Question; Asserts Desire to

Adult; Modulation (explanation, justification, etc.); Continuation in Conversa-

tion; Persistence Repetition (when no response); One Word (function inferred);

etc.

2. Nonscores. The list of Nonscores can be found on page 6 above.

3. Listener Designations. The Listener Designation to Adult () or to

Child (0) is added to the name of any speech score which is exclusively or almost

entirely addressed to either an adult or to child listeners.

ST.orins Method

Special methodological difficulties are also presented in qualitative studies

of patterns of naturalistic speech usage by quantitative variations in verbal pro-

ductivity, and by continuations or repetitions in conversations. The verbal pro-

ductivity problem is usually dealt with by reporting each pattern as a percentage

of the number of statements (Piagat, 1926; Bernstein, 1962) under the mistaken

assumption that percent conversion eliminates distortions due to variations in

total number of statements. The fact is that while raw frequency scores distort

in the direction of giving excess weight to tbs scores of the talkative child,

percent conversion distorts in the direction of giving excess weight to the

scores of the quiet child. These distortions can be very **rims in studies of

early speech development. In the present study the nurber of ocoreable state-

ments per twirled from sere to more than 200./1 To cope with this problem, "=
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have used what we call an interval score, which is the number of observation in-

tervals in which a speech score occurs out of the total of 12 observation inter-

vals per child. The interval score seemed a promising compromise, identifying

qualitative differences in speech within a greatly attenuated range (maximume12)

of quantitative differences, and thus modulating the effects of distortions of

both the talkative and the quiet child.

The interval score also promised to deal with the problem of continuations

and repetitions in conversation, the latter being especially prevalent in the

speech of preschoolers. If an S said, "Stop it," as much as 20 times during a

single 3-minute interval, never to say anything like it again in the other 11

observations, he received a score of 1 for the score Stops Frustrator of Desire.

However, if he were to repeat a statement like that in 5 of his 12 observed in-

tervals, he would receive a score of 5. Data on the interval scores are supple-

mented by raw frequency of statements in the case of total nuaber of spontaneous

interpersonal statements, (since this measure 1.4 of obvious interest.

Within each observation interval, each scoreable statement can be assigned

a maximum of two Subcategory scores, one for a toots). motive if present, and one

for a personal or other motive. Typically, a single Subcategory score suffices

for each statement together with a qualifying Subscore. In addition, any number

of Appended scores can be assigned to each scoreable statement. Nonscores arc.

assigned to nonseoreable statements, one Nonscove for each such statement.

Abbreviated Form of FISF

For the Abbreviated Form of the FISF, recording procedeyes and scoring

method are the same as for the Comprehensive Form. Only the scoring system it-

self is contracted. The contraction wee effected so as to preserve all the major

distinctions of the Comprehensive Yore. Specifically, VI* Abbreviated For iOn-

lasts of almost the entire 'let Ad Subcategory scores, one Subscore, and a few
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Appended scores, with Listener Designations wherever they apply.

Categori scores were eliminated because it needs to be demonstrated that

the combination of all subcategories within each category is empirically justi-

fied- The list of Subcategory score; i was shortened by six subcategories which

involved defensive verbal counterattacks, after S had been verbally attacked in

any of six different ways, each form of attack warranting its own Subcategory

score. While some of the attack scores reached adequate levels of frequency, in

the age range under study the defensive scores were very infrequent. For econo-

my, they were dropped from the Abbreviated Form. The list of Subscores, most of

which were infrequent, was entirely eliminated, except for a single Subscore for

disagreeing in a collaborative discourse. This Subscore was not only high in

frequency, but also seemed ir..teresting from a theoretical point of view since

Piaget (1926) has suggested that this kind of speech might have implications for

cognitive development. The list of Appended scores was much abbreviated by

eliminating scores which referred more to syntactic features (e.g., question

format used) than to speech function, and also by excluding those items refer-

ring to intensity of affect accompanying a statevent.

The following list describes all of due FIS-P scores of the Abbreviated

Form, giving explanations and examplos as meeded for clarity:

FIS-P Scores: Abbreviated Form

aubc*terotY_Scortt

Atectri_j,__Expresioixt. Statement functions purely to express an emotion.

Subcategory (Petetive),

lbw"; "I hate this

EgikaLleprIt_00@itive)

lnom-rwm"; 1Coodie."
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Subcategory (Positive/Negative). Excited affect or any combination of

positive and negative affect.

"Yikes1"; "Superman."

Category II. Desire Implementing. Statement functions to implement a personal

desire for an object, for help, for permission, for general reassurance or at-

tention. (Excludes desire requests and commands which serve to maintain a col-

laborative project or discussion /see Category VII/; requests for help that in-

volve new learning Lsee Category VE) ; requests for attention which are ego-

enhancing Lsee Category IV/; or that involve reporting on S's experiences and

observations Lsee Category IX/.)

Subcategory (Positive): Asserts Desire

"Crayon"; 'tan I have some?";7 "Fix it."

Subcategory (Negative) : Stops Fruetrator of Desire--

"No"; "Stop it"; "Teacher, he broke my building"; "I'll slug you."

Category III. Rights Implementing. Statement functions to implement possession

rights involving objects, territory, turns, or roles (fantasy or real). The

possession right is explicitly verbalized.

+bzategmELAP.sesot1 1.4ghts
"Ibis is EL dolly"; "I want to be the mammy."

ubae2sL12111222111L11221ElbS±Ch
"it's mine" (grabs) ; "I had it first"; 1Dkay, you can have it, but

remember to give it back to me."

Category IV. Ego-Enhancimg. Statement functions to enhance l.'s ego, with context

and tone showing evident pride.

Pshcetesory (Posaive): liumits Pride in Conneteere or Achievement., M

tosseisionsInjnowledit. or in whole Self

"Wok at ey big house"; "I have new sneakers" (pride); "I know what
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an A is"; 'I'm four!"

Subcategory Positive : Assumes Teache Role Re ardin Competence or

Knowledge

"I'll show you how to do it"; "Not that way; this way" (pride)

Subcategory (Negative): Denigrates Competence or Achievements. Possessions,

or Knowledge of OtherCh

"Your doll is small"; "She can't jump"; "That's junk"

Subcategory (Positive): Asserts Pride in Goodness, Cleanliness or Beauty

"We're sharing"; "Wasn't that nice of me?"

Subcategory ): DeniRratev Goodness. Cleanliness or Beauty of OtherCh

"You're cheating"; "You're dirty"; "She's naughty"

Subcategory (Negative): Denigrates Other in General TermsCh

"Faggot"; "Baby"; "Mae 's terrible"

Subcategory (alltive/NtAative): Teases or Tests Limits. Playfully attacks

peers, or tae explicit or implicit rules of authority or reality.

"In your face" (holds Vlay dou&h up); "Look, blood" (paints red on self);

'that banana is real" (it's fake)

amsparial;iejf-incitang. Statement functions to join S to Other by

self-referring the Other's statements, activity or characteristics.

Subcategory (Positive): Me Too,. Self-refers, drawing some parallel for Self.

'114 too"; "I listen to Batman too"; Other: "mine is up on top" and S:

'Hine is up on top"; Other: "I'm making a squeeze-squeeze" and S: "I'm

making whip cream"

u1§2c1siteo,.,teiCh Self-refers, competitively stating

that he is better than Other.

daddy is bigger than your daddy"; 'NO, yours is smaller"

rdiviaLaujoialach Statement functions to join Other to S with S actively

initiating the union.
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Subcategory (Positive): Join MeCh

"Hello"; "Are you my friend?"; "Let's go" (together); "Let's play

house"; "Let's play with the blocks"; "Come to my party."

Subcategory (Negative): Excludes Self or Other

"I'm not playing with you"; "You can't draw here" (with us); "Let's

not play with her"; "You're not my friend."

Category VII. CollaborativeCh Statement functions to initiate or maintain a role-

differentiated social interaction, with two or more Ss participating in a project,

discussion or game. There may be action and talk, or only talk. (Includes

Asserts Desire statements which maintain a project or discussion.)

Subcategory: Collaborative DiscourseCh Includes all Collaborative state-

ments except those covered by the other Collaborative subcategories below.

"Put the block tLere" (block building together); "Hold it"; "First, I'll

shoot and you fall down."

Subscore: Collaborative DisaRtleine

1.1e do not need any more water"; "No, he didn't move it."

Subcategory: Collaborative Dramatic PlayC Collaborates while enacting

role in dramatic piny.

"Give me more, mommy"; "Stop that, baby."

Subcategory: Collaborative ChantinRCh Collaborates in chanting word game,

exact repetition or different words.

Other: "Superman!" and S: "Supermant"; Other: "Red light stop" and S:

"Green light go."

Subcategory: Collaborative OivinRCh Collaborates with a giving or nurturant

statement.

"I'm making one for you"; "Don't cry, she'll be back soon."
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Learning Statement .functions purely to implement

learning about objective world, social world, biological world, or how to pro-

ceed in a task.

Subcategory: Pursues New Knowledge

"What does that say?"; "Why doesn't he talk?"; "!here is the stomach?";

"Is this the way?"

Subcategory: Restates Old Knowledge. Consolidates, practices, confirms or

masters previously acquired knowledge. Also includes simple matter-of-fact

corrections (not ego-involved) of other children's errors in knowledge.

'Ibis is a dumptruck"; "Apple" (names picture or object); 'Ibis is half

a cup"; "No, it's a rectangle."

Category IX. Reporting. Statement functions to share an observation, thought or

experience with Other.

Subcategory: Reporting about Self. Includes attributes, possessions,

activities, actions, productions and products, real and fantasied.

'th boy, I got lots! "; went to the circus"; "I'm going to crayon

now"; 'I'm drawing a monster"; "This (clay) is a monster"; "This is

the sun and this is a girl" (drawing).

Subcategory: Reporting about Others. Includes attributns, possessions,

activities, actions, productions and products, real and fantasied.

"Amy has new boots"; "Ws mixing the cement"; "Johnny is running."

Subcategory: Reporting about Things. Includes animals and inanimate

objects, in motion or static, pictorially represented or real.

"Look at the fish"; 'It's raining."

Appended Scores

Adult-Listener statement. Statement addressed to adult listener(s). Excludes

statements directed at both adults or children or diffusely directed state-

ments.
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Child-Listener statement. Statement addressed to child listener(s). Excludes

statements directed at both adults or children or diffusely directed state-

ments.

Asserts DesireAd Adult-directed statement in Asserts Desire subcategory.

Modulation. Statement contains explanation, justification, rationalization or

attempt at verbal persuasion to qualify or support the function being imple-

mented. Statements often contain or imply the word 'because."

"You promised"; 'No (sharing), because it's brand new"; 'Because that

way they'll fall "; "That was hard (justifying failure)."

Listener Designation

It can be seen that the only score with the Listener Designation to Adult

(Ad) was the Appended score Asserts Desire to Adult. Indeed, this score was re-

stricted to adult listeners by definition. Given the primal dependency of the

child on adults for the fulfillment of his desires it seemed important to examine

the child's desire requests to adults independent of his general desire implement-

ing utterances.

For the scores with the Listener Designation to Child (Ch) the designation

Was arrived at on a rational basis, 9 taking into consideration the following fac-

tors: (1) the demands of the FIS-P scoring procedure, requiring that no adult-

initiated or adult-shaped speech be recorded; (2) the definitions of the FIS-P

scores themselves, some of which (especially the social motive subcategories) re-

strict the statement to peer listeners almost entirely (e.g., Collaborative Dra-

matic Play); (3) the inhibitory mechanisms which operate in adult-child relations

(i.e., adults are not likely to grab a toy from a child, nor do children often

denigrate an adult).
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Reliability Assessment

Unlike cognitive and linguistic variables, which lend themselves to objective

measurement, the FIS-P scoring scheme covers a variety of noncognitive personal

and social motives (i.e., boasting, asserting possession rights) which are notori-

ously difficult to measure, since they involve a great deal of subjective judgment

which endangers reliability. Nevertheless, psychologists have not shrunk from

the difficult technical task in studies of noncognitive aspects of behavior other

than verbal. Indeed, they have generally been willing to settle for reliabilities

at the 70% level of agreement in this domain of measurement (see White, in press).

This 707 level of agreement was accepted as adequate in the present study. Re-

liability of the Abbreviated FIS-P was evaluated as fellows:

For interscorer agreement, two observers collected verbatim language samples

simultaneously for a total of 37 3-minute intervals from 32 randomly selected

disadvantaged and advantaged Ss of the preliminary sample. Interobserver agree-

ment was assessed by interjudge correlations of the number of scoreable statements

and the number of scoreable and nonscoreable statements, recorded by each observer

for each time sample. The correlations were .9i and .95 respectively. Interscor-

er agreement was assessed by percent agreement for subcategory scores of the 144

statements recorded by both observers. The degree of agreement was 73%. This

level of agreement promised satisfactory levels of reliability per S, since each

S was to be observed for a total of 12 3-minute language samples.

For an assessment of the reliability of subject stability or consistency,

the previous study of 57 4-year-olds (Schachter, 1971) contained a sample of 11

Ss who were observed by one observer. This sample made it possible to correlate

performance on the first six 3-minute time samples with that on the second set of

six time samples, independent of observer differences. Split-half reliability

coefficients were calculated, following the usual procedure of applying the
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Spearman-Brown formula to determine the reliability for all 12 time intervals.

Coefficients were calculated for the total number of scored statements; reliabil-

ity was .97. Coefficients were also calculated for those FIS-P scores which were

produced by at least seven of the 11 Ss. There was a total of 12 such scores

with adequate frequency. The median consistency coefficient of reliability was

.67. This degree of consistency, given the small size of the sample, promised

adequate levels of consistency with the study sample of more than 170 Ss. To

further insure reliability, only those scores showing adequate frequency were

studied (see Procedures below).

Factor Analysis

Factor analysis of the Comprehensive Form of the FIS-P was undertaken to

shed light on the intercorrelations among scores. While it seemed premature to

rely on factor scores in this early phase of the development of an instrument

for the functions of spontaneous speech, so that the data of both the Develop-

mental and Sociolinguistic Studies will be reported in terms of the FIS-P scores

themselves, the results will also be discussed in the light of the clusters sug-

gested by the factor analysis.

A centroid factor analysis, rotated with five factors, by the varimax pro-

cedure, was carried out on the data of the previous study of 57 4-year-olds noted

above (see Schachter, 1971). The following list describes each factor, showing

the component scores of the Abbreviated Form, if the factor loading reached .35.

A loading of this size is considered fair in the present type of research (Cohen,

1966). For each Subcategory score, the Roman numeral of the category, I through

IX, is designated. Appended scores are designated as such.

Factor Scores

Factor 1: Adult Oriented Talk (Dependency and Identification)

Asserts DesireAd (.75), Appended

Adult Listener (.70), Appended
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Asserts Desire (.69), Category II

Modulation (.46), Appended

Restates Old Knowledge (.39), Category VIII

Denigrates Other-Goodness, etc. Ch (-.37), Category IV

Factor 2: Aggressive Talk (Negative Self-Assertion)

Denigrates Other-GeneralCh (.83), Category IV

Denigrates Other-Competence, etc.Ch (.77), Category IV

Teases and Tests Limits (.59), Category IV

Stops Frustrator-Possession Rights Ch (.52), Category III

Excludes OtherCh (.43), Category VI

Expressive-Negative (.41), Category I

Stops Frustrator of Desire Ch (.41), Category II

Denigrates Other-Goodness, etc. Ch (.39), Category IV

Factor 3: Ego Thrust Talk (Positive Self-Assertion)

Asserts Possession Rights (.70), Category III

Me BetterCh (.64), Category V

Collaborative DiscourseCh (.63), Category VII

Collaborative Disagree
Ch (.62), Category VII

Denigrates Other-GoodnessCh (.59), Category IV

Asserts Pride in Competence, etc. (.56), Category IV

Child Listener (.53), Appended

Modulation (.44), Appended

Stops Frustrator-Possession Rights Ch (.43), Category III

Join Me
Ch (.42), Category VI

Assumes Teacher Role-Goodness Ch (.38), Category IV
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Factor 4: Peer Interaction Talk

Child Listener (.63), Appended

Join MeCh (.57), Category VI

Stops Frustrator of DesireC (.55), Category II

Asserts Pride in Goodness, etc. (.46), Category IV

Collaborative Dramatic PlayCh (.45), Category VII

Collaborative GivingCh (.43), Category VII

Collaborative DiscourseCh (.43), Category VII

Asserts Pride in Competence, etc. (.36), Category IV

Assumes Teacher Role-GoodnessCh (.36), Category TV

Factor 5: Linking to Others with Words (Interdependence)

Reporting About Self (.67), Category IX

Collaborative Charting (.56), Category VII

Me Too (.42), Category V

Asserts Desire (.39), Category II

Asserts DesireAd (.36), Appended

Collaborative GivingCh (.36), Category VII

Reporting About Things (.36), Category IX

It can be seen that Factors 1 and 5 both have in common the components

Asserts Desire and Asserts Desire to Adult. However, Factor 1 emphasizes adult

dependence and identification, since it also contains the component scores Adult

Listener and Modulation. On this basis, we have called this factor Adult Orient-

ed Talk (Dependency and Identification). On the other hand, Factor 5 seem to

emphasize a more general interdependence with its component scores Reporting,

Me Too, Collaborative Chanting, and Collaborative Giving. On this basis, we have

called this factor, Linking to Others with Words (Interdependence).

Factors 3 and 4 also have a number of scores in common. Both contain the
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component scores Child Listener, Collaborative Discourse, Join Me, and Asserts

Pride in Competence. However, Factor 3 emphasizes positive self-assertion with

both Subcategory scores of the Possession Rights category, plus Me Better, Col-

laborative Disagree, and Assumes Teacher Rale-Competence. On this basis, we have

called this score Ego Thrust (Positive Self-Assertion). On the other hand, Fac-

tor 4 seems to emphasize the more general give and take of everyday peer verbal

interchange with its component scores Stops Frustratae of Desire, Collaborative

Dramatic Play, and Collaborative Giving. On this basis, we have called this fac-

tor Peer Interaction Talk.

Finally, Factor 2 seems to combine all the negative subcategories in all the

categories, the denigration scores, the scores covering attempts to stop a frus-

trator, the teasing score, the excluding score and the negative expressive score.

On this basis, we have called this factor Aggressive Talk (Negative Self-Asser-

tion).
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III. DEVELOPMENTAL STUDY

To generate hypotheses concerning the development of the functions of inter-

personal speech, it seemed necessary to make certain assumptions concerning the

development of the underlying structure of speaker-listener or self-other rela-

tions. Fortunately, the formulations of Piaget (1926, 1969) provided st!rh a

framework of necessary underlying assumptions concerning self-ether differentia-

tion. Namely, Piaget posits a primary adualistic social state, undifferentiated

with regard to the self and other (Piaget L1920 called this phase and its mani-

festations in speech and thought "egocentric"), a gradual emergence of signif4-

cant self-differentiation (which Piaget places at age 3) (Piaget and Inhelder,

1969), and a secondary social state involving mutuality and reciprocity between

the increasingly differentiated self and other (Piaget L1926/ called this phase

and its manifestation "socialized" and places the shift from egocentric to so-

cialized stages at age 7). These formulations made it possible to organize the

FIS-P category scheme into a tentative developmental sequence as follows:

Personal motive subcategories. Categories I through IV seem to reflect an

increasing ego-differentiation in that the Expressive statements of Category I

(e.g., tueh") seem to require no ego-differentiation. The Desire Implementing

statements of Category II (e.g., "More paste') seem to require a differentiation

only of momentary need states. The Possession Rights Implementing statements of

Category III (e.g., "That's mine') seem to require a self-schema which transcends

time so that concrete objects, territory, etc., can be viewed as belonging or not

belonging to the self beyond the present moment. Finally, the Ego-Enhancing

Category IV (e.g.,, "Look at my big house! ") seems to require the development of

a self-schema with lasting and "abstract" attributes (competence, goodness, etc.)
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which Icen boast about.

Social motive subestalOttes. The social motives of Categories V through VII

also seem to reflect a continuum of underlying self-other differeatiatioe. Tice

Self-Referring-Including Me Too statements of Category V seem to reflect a mini-

mum of differentiation with I. imitatively referring to himself any stetesent the

other has said (e.g., Other: "I'm making whip cream" and ,1.: "I'm making whip cream

too"), as if the distinction between the self and the other is blurred. The Join-

ing statements of Category VI "Letts jump") seem to reflect an increasing

self-other differentiation in that the child activ..ly seeks out a union with

another rather than reactively Imitating another. Finally, the Collaborative

statements of Category VII (e.g., "The garage goes there") seem to reflect the

highest degree of self-other differentiation in that role differentiation is re-

quired with the self and listener taking complementary positions in a larger pro -

ject or a discussion-

WO' motive luiPc44teegelet. Categories VIII, Learning Implementing (e.g.,

"What's that?"), and IX, Reporting (e.g., "I'm vim; to get the paste") were

placed At the end of the list of categories because they seem to stand outside

the developmental sequence covered by Categories I through VII. While the nature

of the learning implementing response might be expected to change with increasing

ego-differentiation, a widespread occurrence of learning implementing statements

of the word naming variety, e.g., "Dumptruck," has been consistently reported at

the earliest levels of language development (Erwin-Tripp, 1966). Aa for the

Reporting statements of Category IX, an appeal to common experience readily sug-

gests that this kind of sharing of experiences occurs throughout the life cycle.

However, Piaget's (1926) data on the collective monologue would lead one to ex-

pect that these kinds of statements would be a prominent feature of a relatively

undifferentiated state of self-other development, where the lips is blurred
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betwese thlhkieg to oneself end thinkimg atoard or sharing one's thoughts with

ether*.

Attended _stores. Self-differentiation theory also provided some direction

for a developmental analysis of the Appended scores. Adult-ilatefter statements

and Assorts, desire to Melt weal immature in the light of the child'a primal un-

differentiated dependency on adult caretakers. Child-Liettr.cr iatZtz.tots cone

more mature, with an expected tacrensts with age, of differentiation between the

self and other Candie.

The Appended score, Modulation, also sassed to reflect a growing self-other

differentiation since the explanations, justifications, etc., involved seen to

reflect an expected increase with ale in the ability to take the point of view of

the listener, which ?Least (1926) describes as the resin featcre of his more ma-

Rut. socialised stage. In the same context, it also seemed worthwhile to *caw-

ine the results (or the ocore Collaborative Disagree, which is viewed by riagekt

as a socialireg speech form (Platen, 1926).

The Developmental Study was designed to examine Oeduttivelv these hypotheti-

cal developmental sequences concerning the Subcategory scores for personal mo-

tives, social motives, and other motives, and the Appvci4e4 scores. It ws also

Flanned to examine inductively those Subcategory scores and Appended scores which

cluster together during the course of development from 2 to 5, and to relate

these clusters to the factor scores.

Subjects

Table 1 describes the total group of children studied. Es consisted of five

samples, one scan longitudinal sample of four advantaged whites (2 407s and 2

girlsa observed at agog 2-0, 21/2, 3-0, 3k, 4-0 and Os; and a large cross- section-

al group of 170 Es consisting of four sociolinguistic sanples, advantaged white,

advantaged black, and disadvantaged black, a41 groups of above average swan IQ

Insert Table 1 about here
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(lima seen above 100). plus a dtaadvantcged black group of below average mesa

IQ. With one exception. the four (rte.sectional sample* included subgroups of

10 each at ages 2%, 3%. 14.1t and 54. wit% as equal number of boys and attic in each

subgroup. The one exception was the disadvantaged black group at age 4%. which

included an additional 10 le, $ boys and $ girls, with all ta of average Sheet

IQ (93 to 10$).

It can be tens that the beeic tic_nple did fl-et C9AAtttsit, a balanced design.

Mo diaa4vantaged whites were selected for the study because the focus of concern

was the black urban ghetto, as has been the case is most language and poverty re-

search (see Williams, 1970). In addition, no below average oe overage IQ advan-

taged grout's, either black or white, were studied. The IQ labalance resulted

froe the naturalistic wanner of selecting ro, wisely, both disadvantaged and ad-

vantaged le were located in their own communities in the typical kinds of pre-

school settings that these communities currently provide. for the disadvantaged

black le, these preschool settings cor.siste4 of publicly funded day care centers,

parent-child (*tattle and Mead Start centers. At these centers, is were avail-

able coverts* the full range of IQ. For the advantaged whites and blacks, the

preschool settings consisted of privately funded, high tuition, mid41e-class

nurseries, and informal play groups for some of the 2-year-olds. Is these

middle-class settings. only above average IQ groups presented themselves. with

lint seem above tog.

Consequently, to exercise some control aver the IQ variable while comparing

advantaged and ditadvantaged p, the disadvantaged group was divided into upper-

half and lower-half IQ groups. Specifically, this latter procedure was followed

at the 2%. 34 and A year levels. At the 44 year Ideal, the first level to be

studied, more ambitious plan was undertaken with three IQ groups formed, top

third, average (Siaet IQ 93-105),
10

and bottom third. It can be noted in Table 1
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that the top third at age 4% is comparable to seam IQ (114.7) to the seen* of the

top half at the other age .4vele (103.7, 111.6, 115.3), Vail* a combination of

the average and bottom third IQ groups at 4% is comparable in mean IQ (47.0) to

the was of the bottom half at the other age levels (42.3, 91.4, 42.6). On this

basis, the data for the bottom twothirds sample at age 4% has been averaged for

both the Developmental and Sociolinguistic Studies, to compere with the lower IQ

*maples at the other age levels. Table I shows the averages for the bottom two-

thirds sample for age, ty, and verbal productivity seesurts.

It con be seen in Table 1 that at all age levels, the mean IQ stores for the

Mohr IR disadventage4 gime.s are all above 100, as are the means for all advan-

taged groups, both black and white. The longitudinal sample was also above aver-

age in IQ.

In selecting the sample, dtsadveetagad was defined In terms of the national

gutdoliaes fo poverty level, finally Laces* below $4,000. Advantaged was defined

as tipper middle class both in t-,,,uss of education (college, professional, artistic

of technical) end occupatios (managerial, professional, artistic or technical).

There was no etddle group with regard to soitsl class (i.e., fireman, policeman,

etc.). Slack ethnicity was defined as afro-American parents to exclude Caribbean

and African blacks; white ethnicity represented the heterogeneous population at-

tending privets preschool classes to Sew York, including white Protestants, Irish,

Jews, Italian, etc. Children with physical (including sensory, motor, or saute-

lostral) handicaps were excluded. There were also no sibling pairs allowed.

In .stetting the preschool centers, only those with a free play period as

prescribed by the whole-child approach (ate above) were chases. For the lomgi-

tudinal sample, the free-play-period conditions wore simulated by lo...tag a

featly with pleyrooe physically equipped with all the accoutrements of Oho

n ursery schools under study, sad by recurring that the adults not initiate any



Interactions (verbal or otherwise) with the children. The longitudinal *ample

was created on the basis of personal contacts. The children were neighbors of a

member of the rstearch team. All four children were playmates and neighbors of

each other.

rot the cross-sectional sample, advantaged centers were selected so that

there night be some ethnic variety among the whites, and black children a well

as white. Most of the advantaged whites were located in ainLmally integrated

schools, while about half of the advantaged blacks were located in well integrated

schools. The retaining advantaged black data were collected at prIveta nursery

schools in middle-class black communities, in northern Manhattan and north 3[00-X.

Disadvantaged centers witre located in poverty cam-unities in the Mew York area,

south Bronx, lower east side, south Jamaica, WArlem and central Sewerk. Since 2-

year-olds were difficult to locate, several disadvantaged centers were selected

beceuas they had 2-year-old groups, and tn. older children were studied as well.

Altogether, there were 20 centers studied and 39 group settings or classes.

For ail four steer-sectional samples, adultchild ratio was well matched,

with ratio. of 1 to 3 and 1 to 4 for the 2S- year -old groups, and ratios of 1 to 5

to I to 9 for the 3k-, 6k-, and 5k-year-old groups. In centers for 3-year-olds

and above, there were generally 10 to 16 children in attendance, a head teacher,

and one or two assistant teachers. Tha centers for 2-year-olds were more var-

iable, most with two teachers and 7 or S children in attendance, but some with

one teacher and 3 or 4 children, and one with 7 to 10 adults and 20 to 25 chil-

dren. For the longitudinal study, all four mothers were present at all observa-

tions, with not one assigned the role of teacher. The mothers sat on the stilt-

lines and chatted quietly amen themselves, responding to the children when ap-

proached.

The ethnicity of peers and o06.01 staff was largely the same as that of the
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ts, though for the advantaged black group in integrated centers there were both

black and white classmates and teachers, and the disadvantaged blacks were same-

times in prwschools with a few Puerto 'teen children and teachers. The social

class of peers and assistant teachers was also the mace as that of le, since they

usually all lived in the same community. Many of the disadvantaged centers were

located in city housing projects where most of the children and assistant teachers

lived. All bead teachers were middle class and assistant teachers were often is

training espirtag to Biddle -class status.

The observers for the 4-year-olds consisted of the two observers who partici-

pated in the reliability assessment (see above). for the 2-, 3-, and 5-year-olds,

there was another obse..er who was trained to reach the same :evel of reliability.

All observers were white. There were two main Lint testers, cne black and one

white. Stew results were withheld from the observers; slips occurred in only a

few cases.

Subjects and Verbal Productivity

The problem of variations in verbal productivity is so important for studies

of qualitative differences in speech functioning that it merits careful consider-

ation. It has already been noted that the usual procedure of percent conversion

introduces its ova form of distortion, while it attempts to remedy the distortions

that folio.: from the use of raw frequency data. The interval measure was intro-

duced in an attest,* to attenuate both of these forre of distortions. Sev.mthe-

less. it seemed essential to eesmime differences among the samples under study is

both the total number of intervals in which scoreable speech occurred and in the

rev frequency of scoreable statements.

Table 1 shows the means and standard deviations for all five samples for both

the total statements and the total intervals. To test the effects of sociolin-

guistic group, age, and sex, 3-way analyses of weriance (with replication for sea)
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were carried out on the four cross-sectional samples. The longitudinal sample

Was not included in these analyses because of the special conditions under which

these data were collected. The results for both neasures showed significant main

effects for both sociolinguistic group (total statements E 4.73, a < .01; total

interval E 6.06, a< .001) and age (total statements E 17.46, a < .001; total

interval t,s, 3.12, a< .05), and significant interaction between sociolinguis-

tic group and age (total statements E 2.05, a< .05; total interval E 2.01,

z < Schiff; tests showed that the two disadvantaged group* (higher and

lower IQ) showed a significant age increment fres age 2 to 5, while the two ad-

vantaged groups (black and white) did not, and that the advantaged black group

showed significantly higher verbal productivity than the disadvantaged black

lower IQ group in the age range 21/2 to 41/2, but that there were no other signifi-

cant differences among sociolinguistic groups at any age level.

In the course of further examining the nature of this complex interaction

between age and sociolinguistic group, it became apparent that the measures of

total verbal productivity were meaningless in that the totals combined two com-

pletely different kinds of statements, those addressed to adult (Adult-Listener

score) anJ those addressed to children (Child-Listener score). Figure 1 shows

that both from a developmental and a sociolinguistic standpoint, Adult-Listener

and Child-Listener scores are completely disparate.

Insert Figure 1 about here

Figure 1 shows the means for the Adult-Listener and Child-Listener scores

for the interval measure for all four cross-sectional samples at all four age

levels. The comparable age curves for the raw frequency measures were virtually

the same, so that only the results on the interval measure were analysed. Analy-

ses of variance (sociolinguistic group by age by sex frith replication for ova)

of the means of Figure 1 show significant age effects for both scores. with Adult

Listener shoving significant decrease with age from 2 to 5 (E 6.11, g< ,001)



- 33 -

and Child Listener showing a significant increase ( 12.88, 2, < .001). There

was also a significant effect of sociolinguistic group for both the Adult-Listen-

er score (E. 8.22, a < .001) and the Child-Listener score CIE 4.96, a< .01).

Scheffs tests to analyse the source of the significant sociolinguistic effect

show that the advantaged white group produced significantly more adult-addressed

statements than either of the disadvantaged groups (a< .05 for the highar IQ

group and a< .001 for the lower IQ group), with no significant difference be-

tween black and white advantaged groups, or between higher and lower IQ disadvan-

taged groups. Scheffe tests for the Child-Listener score showed that the advan-

taged black group produced significantly more child-addressed statements than

either of the disadvantaged groups (a< .01 for the higher IQ group, and a < .01

for the lower IQ group), with no significant difference between black and white

advantaged groups, or between hither and 1..34i,er IQ disadvantaged groups. There

were no significant interactions for either score. There was a significant sex

effect (Z 6.89, a< .001) for adult-addressed speech, with girls producing more

of these utterances.

It can be seen that the results of both the Developmental and Sociolinguist-

ic Studies will need to be discussed in the light of these developmental and so-

ciolir.guistic differences in the totals for adult- and child-addressed state-

gents, rather than in relation to total verbal productivity, which obscures these

listener-related differences.
11

Procedures

Recording and scoring procedures were followed in accordance with the Abbre-

viste4 Form of the FIS-P described above. For the cross-sectional data, seven

out of the 170 Is dropped out of the program after 6 to 10 intervals of observa-

tions. Their data were retained, and extrapolation was made to 12 intervals.

One of the girls in the longitudinal sample moved to California at 4% years;

again the data at the 4% year level were retained and extrapolation was made to

four la. For a few twos, Caton. Infant IQ Scales were administered when a Binet

basal was nut attained.
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Results and Discussion

Tables 2 through 6 show the developmental findings for each of the five

samples, Table 2 for the longitudinal sample at ages 2-0, 2h, 3-0, 31/2 and 4h, and

Tables 3 through 6 for each of the four cross-sectional samples, advantaged white,

advantaged black, disadvantaged black higher IQ, and disadvantaged black lower

IQ, respectively, each cross-sectional eample with age -level means at 2h, 3h, 41/2

and 5h. At every age level for all five samples, mean FIS-P speech scores are

listed in terms of the mean number of observation intervals, out of a total of 12,

in which each speech score occurred. For the disadvantaged black 4h-year-old

sample with the additional average IQ group, Table 6 shows two sets of results,

one for the lower third IQ group (N a 10), and one combining the lower third with

the average IQ group (N 20). Only the latter combined results will be discussed

since the combined groups together are a better match in IQ with the below average

IQ groups of ages 2h, 311 and 5h, than is the lower third 41/2-Y

as has been noted.

Insert Tables 2-6 about here

ear-old group itself,

To reduce the findings of Tables 2 through 6 to manageable proportions, the

results for all five samples are summarized in Table 7. Table 7 shows the number

of the five samples with an age increase, decrease, or neither, for those speech

scores with adequate frequency. Adequate frequency is defined as more than one

of the five samples with one age level mean greater than 1.00 interval. Eight of

the 33 scores of the Abbreviated Form of the FIS-P were excluded from Table 7, on

the basis of low frequency, 12 leaving 25 speech scores. In addition, because the

longitudinal sample is the only one with data at ages 2-0 and 3-0, these data are

excluded from the summary Table 7, though they will be discussed wherever they

provide additional information.

Insert Table 7 about here
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In Table 7, where all five samples show the predicted age increment, the

Sign test is significant at the .03 level (one-tailed test).
13

Brackets in

Table 7 denote that a Subcategory score is inconsistent with the findings for the

other subcategories within the same category. In addition, any one sample with

an age pattern which deviates from the modal age pattern for a given score is

identified in Table 7 by the following symbols: Lo for longitudinal, AW for ad-

vantaged white, AB for advantaged black, DBH for disadvantaged black higher IQ,

and DBL for disadvantaged black lower IQ.

The results of Table 7 will be analyzed deductively, in relation to the de-

velopmental hypotheses outlined above, regarding Subcategory scores for personal,

social, and other motives, and for the Appended scores. The findings will then

be synthesized in relation to the way the scores cluster together at the age

levels from 2 to 5, in relation to the factor analyses at age 4, and in relation

to the age decrement which has been found for adult-addressed statements and the

age increment for child-addressed statements.

Developmental Findings: Deductive Analysis

Personal motive subcategories. It will be recalled that theoretical consid-

erations concerning self-differentiation suggested a developmental continuum of

speech function for the personal motive categories such that Expressive (Cate-

gory I) and Desire Implementing (Category II) statements were viewed as immature

speech patterns since they require little ego-differentiation, while Possession

Rights Implementing (Category III) and Ego-Enhancing (Category IV) were viewed as

increasingly more mature, requiring increasing ego-differentiation. The asser-

tions of pride (boasting) and denigrations of the Ego-Enhancing category were ex-

pected to be the most mature since they require the full development of an ego-

schema, with attributes to boast about. The results for the personal motive sub-

category scores tend to support this hypothesis of a developmental continuum.
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Table 7 shows that Expressive and Desire Implementing subcategories show little

evidence of any increase with age (sample DBL for two of the three subcategories),

and some evidence of decrease with age for Desire Implementing (samples Lo, AW,

and AB for one subcategory; sample Lo for the other). Possession Rights Imple-

menting shows somewhat more evidence of increase with age (sample DBL for one

subcategory; samples DBL and DBH for the other), and almost no evidence of de-

crease with age (sample AB for one subcategory). Finally, the subcategories of

Ego-Enhancing, Asserts Pride in Competence, etc., and Denigrates Other-Competence,

etc., show increases with age for all five samples, a statistically significant

increment for both of these ego-enhancing subcategories.

The hypothesis of a developmental continuum for the personal motive subcate-

gories is further supported by the data of the longitudinal sample at age 2-0.

Table 2 (column 1) shows the overwhelming dominance of Desire Implementing speech

at the youngest age level studied, with a mean score of 6.8 intervals for Asserts

Desire, and 2.0 for Stops Frustrator of Desire. Next in frequency for the per-

sonal motive subcategories is Possession Rights Implementing with a mean of .5

for Asserts Possession Rights and 1.5 for Stops Frustrator of Possession Rights.

The most mature Ego-Enhancing statements have zero frequency of occurrence at

age 2-0.

It may be noted that the developmental hypothesis would be even more strong-

ly supported if Category I, Expressive, were altogether eliminated from the De-

velopmental continuum. Two of its three Expressive subcategories, Positive and

Negative, have already been eliminated from Table 7 on the grounds of inadequate

frequency. If we eliminate the remaining Expressive subcategory, Positive/Nega-

tive, Table 7 shows that for Category II there are three samples with age decre-

ments, for Category III there is one, and for Category IV there are none, so that

the age decrement as well as the age increment data would support the developmen-
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tal hypothesis. A reasonable case can be made for excluding the Expressive cate-

gory from the nine major interpersonal speech categories, on the grounds that it

is often unclear whether the child intends his expressive outburst for intraper-

sonal catharsis or for interpersonal communication.

It may also be noted in Table 7 that the only sample showing an age incre-

ment for either Category I or II is the disadvantaged black lower IQ group (DBL).

As can be seen in Table 1, this group talked so little at age 21/2 (a mean of 7.3

intervals vs. 10.8, 11.1, 10.4, and 9.P For the other four samples) that it in-

evitably shows age increments for almost all the FIS "P scores within the age

range under study (see Table 7).

Otherwise, the only inconsistency with the hypothesis of a developmental

continuum from Categories I through IV is the finding for Teases and Tests Limits,

which shows no consistent age increment, though it is one of the subcategories of

Category IV, Ego-Enhancing (see bracketed item, Table 7). The significant age

increments shown for the boasting and denigrating subcategories of Category IV

suggest that Teases and Tests Limits may be incorrectly placed in this Ego-Enhanc-

ing category. In contrast with boasting and denigrating, the face validity of

teasing as an ego-enhancing statement is easily open to challenge.

In any case, the really impressive aspect of the Ego-Enhancing findings is

the consistency of the age at which a sharp increase in boasting occurs for all

five samples. Figure 2 portrays in graphic form the findings on boasting (i.e.,

the FIS-P score Asserts Pride in Competence, etc.) which are shown in Tables 2 to

6. It can be seen that a sharp increase in the means occurs at age 31/2 for all

four cross-sectional samples (from 1.5 to 2.8 for AW, 1.6 to 2.8 for AB, .7 to

3.1 for DBH, and .8 to 2.8 for DBL) and at age 3-0 for the longitudinal sample

(from 1.0 to 3.5), the latter being the only sample with data available for chil-

dren age 3-0. Also for all five samples, Figure 2 shows that once the sharp age

Insert Figure 2 about here
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increment takes place, the rate of occurrence of boasting statements generally

levels off throughout the age range under study.

This abrupt shift in the productivity of boasting utterances is strongly

supportive of the hypothesis of an abrupt underlying structural change in the

development of ego-differentiation at around age 3. It should be noted that

psychoanalysts as well as Piaget (Piaget and Inhelder, 1969) have pointed to

such a developmental shift in ego-differentiation at age 3. Freudians speak of

the onset of the phallic-oedipal period, with the emergence of much boasting and

intensive self-assertion, reflecting a new sense of self (Erikson, 1963). The

present data seem to extend and amplify these Piagetian and psychoanalytic con-

cepts regarding ego-differentiation to the study of the functions of everyday

interpersonal speech from 2 to 5.

Social motive subcategories. It will be recalled that considerations con-

cerning the development of self-other differentiation suggested a developmental

continuum for the social functions of speech as follows: The Self-Referring-

Including Category V seemed most immature, the Me Too repetitions requiring a

minimum of self-other differentiation. The Joining Category VI seemed to require

an increasing degree of self-other differentiation, since the child actively cre-

ates a union with another. The Collaborative Category VII, which requires evi-

dence of role differentiation, seemed to be the most mature. The results tend to

support this developmental continuum hypothesis (see Table 7). Table 7 shows

that the Me Too statements of the immature Self-Referring-Including Category V

show an increase with age only for the DBL sample, who show increases with age

for almost every score, as has been pointed out. On the other hand, the Joining

statements show increases with age for most of the five samples. Most impressive

is the fact that the Collaborative Category VII shows an increase with age for

all five samples for Collaborative Discourse, Collaborative Disagree and Collab-
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orative Dramatic Play, all statistically significant increments (2 < .03). Also

in support of the developmental continuum hypothesis is the 2-0-year-old data of

the longitudinal sample (Table 2, column 1). Table 2 shows Me Too and Join Me

statements at age 2-0, but almost zero Collaborative statements. Indeed, Collab-

orative Discourse, like Ego-Enhancing, seems to show an abrupt increase in fre-

quency, at ages 3-0 or 31/2, for all but one of the samples (advantaged white),

suggesting that the capacity for such collaboration is related to the pivotal

ego-differentiation that seems to emerge at this age.

The results that are inconsistent with the developmental continuum hypothe-

sis for the social motives (see bracketed items, Table 7) suggest that the cate-

gory system may need some revision as follows: The Me Better subcategory (see

Self-Referring-Including Category V) which shows itself to be a mature speech

function, because all five samples show an increase with age, might better be

placed in the more mature Ego-Enhancing category. Like the latter, Me Better

statements involve boasting, but a boasting of a competitive kind, indicating

that S is superior to the other. Me Better statements were placed in the Self-

Referring-Including category because, like Me Too statements, they usually in-

volve a self-reference following another 's statement (e.g., 'Mine is good"; 'Hine

is better"). However, it appears that Me Better statements, though they often

involve self-references, may need to be viewed as mature kinds of self-references

since they are likely to require the same degree of self-differentiation that any

and all boasting statements seem to require.

On the other hand, Collaborative Chanting statements (see under Category VII,

Table 7), which are also similar to Me Too statements in that both often involve

repetitions of what the other is saying, should probably be placed together with

the Me Too subcategory in Category V. The data indicate that both of these repe-

tition forms show little tendency to increase with age. Finally, the Collabora-
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seeminey more mature nurturant responses (e.g., "Don't cry") were classified

together with what are probably more immature responses (e.g., Lexteading an

object toward another with the simple word "here"). The latter simple response

occurred with even our youngest 1,. Some refinement of this subcategory s4emis

indicated to distinguish levels of complexity here.

Other motive subcatesortm. The other speech functions, Learning Implement-

ing ald Reporting, were assumed to operate at all levels of ego- dilferemttatioa.

In fact, the Lemcning Implementing, Restates Old Knowledge subcategory, though it

shows no consistent age increase or decrease for any o/ the five samples, does

show an early peak for all but the DM, sample, followed by a drop and a sugges-

tion of a possible later increase for three of the samples (see Tables 2-6).

This early peak, and possible later rise, is interestiug from the point of view

of the word - naming function of speech, frequently described as occurring in the

veil. early phases of speech development (Erwin-Tripp, 1,66). In the !IS -P soot-

ing system, word maming (e.g., "Dumptruck," pointing) is scored as Restates Old

Knowledge, as are later much more elaborate restatements of knowledge, like "The

green ones are the weekdays" (pointing to calendar). The data suggesting an

early peak for this score, together with the suggestion of a later increase with

age, suggest that this subcategory score sight better he broken down Cato two

subscores, one for the early word ruining, and another for the later more elabor-

ate restatements of factual information. Regarding the 14poring stateaents,

Reporting about the Self and Reporting about Things seem to follow the predicted

develormental course since Table 7 indicates, no age increase foe any of the

samples except for the DAL simple, who show increases for almost every score.

however, Reporting about Others shows 41.1% age iner*As. for three samples. Since

these statements were almost exclusively about peers, this increase seem. related
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to the increase with age in statements to child listener (see Appended snores,

Table 7). Roeortiag about Others should possibly be moved to one of the social

motire categories.

Again the longitudinal sample, with data available at the 2-0 level, tends

to support the developmental hypothesis that the Learning and Reporting categories

are temature. Tab!. 2 (column 1) shows that by age 2-0 Reporting otatements are

already at very high Levels, with mean* from 2.8 to 4.5 for the three subcate-

gories, about as high as they will ever get in the age range under study, 2 to S

years. The Learning- Restates 014 Knowledge subcategory, with c moan of 1.0 is

also as high as it will ever get. Only for the Learning-Pursues New knowledge

eubcstegory is the 2-0 mean clearly lower than at later ages. However, it needs

to be noted that the longitudinal sample is canplotely atypical relative to the

other four samples in relation to this score, and only in relation to this score.

The longitudinal sample is far more productive than the other samples on Learning-

Pursues Hew Knowledge. Whether this is because mothers were present for the

longitudinal sample, or whether it is related to their high IQ (mean of 152.2,

see Table 1), this interesting tangential finding merits further investigation.

Examining the 2-0-year-old data of the longitudinal sample (Table 2, column

1) it can he noted how the early maturing Reporting and Desire Implementing state-

seats dominate the speech at this early age level, with means ranging from 2.0 to

4.$. Next, but much lower in rate 01:' -Xcurrence, are Possession Rights state-

meats, Me Too, and Learning statements, with steams from .5 to 1.5. Almost at

sere rates are Ego-Enhencing and Collaborative statements, the late maturing per-

semal and social motives, respectively.

42RSAgliLULL1. Regarding the Appended scores, Adult Listener and Asserts

Desire to Adult, ego-differeatiation theory predicted a decrease with age, re-

flecting an increasing differentiation of self from Cue primary dependent adult
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caretaker relationship, while Child Listener was expected to increase with age

reflecting the iacreasIng interaction between the newly differentiated self and

POis differentiated peers. In addition, the Appended score Modulation and the

Subscors Collaborative Disagree, k.wo scores witch seemed to cower mere socialised

forme of oxpresetoa, were expected to increase with age, reflecting an increased

concern for the feelings of the other, as it developed with increasing self-other

differentiation.

The results cf the analyses of variance on Adult Listener and Child Listener

have already been reported, showing significalc age decrement for the former

and increment for the latter. The lees powerful Sign test which is being applied

to the Developmental Study shows a siznificant increment for Child Listener, with

all fire samples increasing with age. for Adult Listener, all but the DOL sample

show age detreeeots. Asserts Desire to Adult decreased with age for two samples,

and no sample showed an increase with age.

The socialised forms cf expression, Modulation and Collaborative Disagree,

both show increases with age for all five samples (significant at the .03 level).

Indeed, Tables 2 through 6 indicate that there is a tendency for both of these

scores to show a sharp the at ages 4% or 511 following the sharp rise of Igo-

Enhancing and Collaborative Discourse, which manes to occur at ages 3-0 or 3%.

The data suggest that these sharp increases in socialised forms of speech usage

may depend on the abrupt changes in self -ether differentiation reflected in the

earlier sharp rise is Igo-tehamcing statements.

To sumarise the above findings, the data support the hypotheses coscerniag

developmental continua of speech function reflecting an underlying developmental

centime*a of self- and self-other differentiatioe. Measly, the personal func-

tions of speech which seem to reflect little self-differentiation (e.g., subcate-

gories of Desire Inplemeating) show no tendency to increase with age, while theca
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which reflect increasing levels of ego-differentiation (e.g., Possession Rights

Implemeatieg and Ego-Rehancing esbcategortes) show increasing evidence of age

incrroonts in all five simples. Indeed, the boasting shows an ebrupt increase

around age 3, suggesting an abrupt underlying structural change in the ego-schena.

The sane considerations hold for the social functions of speech. Those which

seem to require less self-other differentiation (e.g., the Me Too subcategory)

show little evidence of increasing with age, while those requiring the greatest

self-other differentiation (e.g., Collaborative Discourse and Dramatic Play sub-

categories) shod evidence of increasing with age in all five samples. Indeed,

the latter allow a continuing increase after age 3. As fur the other functions.

Learning Implementing and Reporting, the data on subcategories Restates Old Knowl-

*dee, Reporting about the Self, and Reporting about Things i-tlicate that these

are early form of speech function which maintain the same level of frequency

throughout the age range under study. The data also indicate that Adult-Listener

statements and Asserts Desire to Adult are immature speech focus, while the cam-

ber of Child-Listener statements show a continming increase with age, after age 3,

Finally, the results show that socialised speech forms, including Modulation and

Collaborative Disagree, show substantial increases in frequency after ages 4 and

5.

peviloPeental Yindines; Inductive.Svnthesis

If we neat examine those speech findings, as they cluster together during

the course of development, in relation to the factor analysis and in relation to

the developmental course of adult* and child-directed speech, interesting overall

developmental patterns suggest themselves. Namely, age 3 seems to be pivotal in

the development of preschool patterns of everyday speech usage. At this age,

Ego-Enhancing statements show a sharp rise, and a period of increasing verbal

interaction with peers begins, characterised by self-other differentiation, as
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mcnifested in Joining and Collaborative statements. In addition, at ages 4 and 5

socialised speed% terms which take into consideration the needs of the other

elodulation and Collaborative Disagree) begin to emerge.

before this pivotal shift at age 3, patterns of speech function consist

saltily of the immature personal motive Desire Implementing, the immature social

motive Me Too, and the two early appearing other motives, Learning Iaplementiag

and Reporting about Self and about Pangs. These Subcategory scores, together

with the Appended score Asserts DIIVA to Adult, appear early and proceed to

maintain about the sans frequency froe age 2% to 3 's, with some samples showing a

decrease for a few scores. Also, before the 3-year age level, adult-listener

talk is at its highest level and proceeds to decrease significantly throughout

the Sp range under study.

The quastiom arises as to whether this diverse collection of early speech

functions, namely, Asserts Desire, Me Too, Reporting boat the Self and Things,

and Learning Implementing, together with the Appended score Asserts Desire to

Adult, can be said to constitute a coherent functional unity, defining a primary

pattern of speech function in the years before ego 3. It does sees possible to

think of all these forms is the context of the primary undifferentiated mutual

interdependence of infant and caretaker, especially since they are associated

with period of maximum talking to adult caretakers. In this context, coetin-

uslly asking the other to fulfill *Nets desires, continually including oneself

into the verbalsocial network by Me Too self-references, repeatedly reporting

messages as to one's actions, observations, etc., and asking for or practicing

new words (which is the early form of the Learning Implementing category) would

WWII to make up a functional unity which could be called trimary Sociativ_Inter-

jevendent SPe*Cfl. Altogether, this speech pattern seems like perfect fit for

the caretaker's sends for information, se she cask effectively carry out her role
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in the mutually interdependent relationship. She needs to know what the child

desires, she needs to see that he is included in the family network, she needs

to be continually posted on his actions and whereabouts, and she continually needs

to feed him sew words so that be can better inform her of his needs, actions and

whereabouts.

This formulation of a functional unity for Primary Socially Interdependent

Speech finds support from the factor analysis at the 4-year level. Indeed, Y4C

for 5, Lipkin. to Others with Words (Ineerdependeoce), is very similar to the

cluster which has been called Primary Socially Interdependent Speech. Roth the

latter cluster and Factor S cc.ntain the compoodot scores Asserts Desire, Asserts

Desire to Adult, Reporting about the Self, Reporting about Things, and Me Too.

Just as these primary *peach forms suggest a functional unity, the scores

which are addressed to peers suggest another functional unity. The cluster with

the Listener Designation so Chilt eight be calla: Secondary Sociable since

most of the Subcategory scores are in the social motive categories, and most show

a continuing increase after age 3. Mere again the factor analysis et the 4-year

level supports this formulation -4,>;!' a functional unity. Factor 4, Peer Interac-

tion Talk, contains the component scores Child Listener, Join Me, Collaborative

Dramatic Play, and Collaborative Discourse, all of which qualify for what we have

called Secondary Sociable Speech, since all are social motive scores showing a

continuin4 increment after age 3.

Finally, the pair of socialised speech forms, Modulation and Collaborative

Disagree, have already suggested a functional unity involving socialised speech

forms. They seem to emerge at high frequencies at ages 4 and 5, later than Pri-

mary and Secondary Speech. They might therefore b. called Tertiary Sezislicet

Lena-

It can be noted that each of these speech patterns contains some fore of
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the word social in its title. This designation serves to emphasize that all of

these speech forms are social, or intended for interpersonal communication, as

viewed from the perspective of the child, as has already been pointed out. It is

necessary to emphasise this matter of perspective in the study of speech functions

because ?taw and Inhelder (1969) point out that the long-standing controversy

regarding the concept of egocentric speech derives from the failure of his critics

to make the key distinctivc between the perspective of the child and that of the

observer. Piaget argues that while he would agree with his critic* that early

speech is socially interdependent from the viewpoint of the child, it is never-

theless egocentric, is that these "initial social interdependencies before seven

actually attest to a minimum of socialisation, because they are insufficiently

structured....It is important, therefore, to concentrate on a relational rather

than a conceptual analysis and to distinguish the points of view of the subjects

and of the observer in such a way that certain connections may be interpreted

both as social interdependencies and as inadequate instruments of socialisation"

(Pinot and Inhelder, 1969, p. 117).

Given the history of confusion in this field of speech function, the stem

'octal was included in the name of each of the speech clusters identified in the

present study to make clear that the present perspective is from the viewpoint

of the child's need to engage in social speech. 14

In gunnery, the developmental results suggest that the period before age 3

is dominated by what may be called Primary Socially Interdependent Speed' sites

adult-addressed speech at its highest level. After 3, these early speech forms

generally persist at about the same levels until age 5, but added to them are

more mature speech forms which seem to reflect the increasing differentiation of

self, and of self from other. At this time, ego-enhancing statements show an

abrupt increase, and a number of peer-addressed speech patterns which have been
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called Secondary Sociable Speech begin a continuing rise with age. Finally,

Tertiary Socialised Speech forms, those adapted to the needs of the listener,

seem to emerge with high frequency at age 4 or 5. The findings are consistent

with both Piagettan and psychoanalytic theorising on the emergence of a signifi-

cant degree of ego-differentiation at around age 3 (Piaget and Inheldcr, 1969;

Erikson, 1963).
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IV. SOCIOLINGUISTIC STUDY

Language and poverty research (see Williams, 1970) has been of two kinds:

(a) rigorous quantitative studies, which focus narrowly on the adequacy of the

disadvantaged child's verbal productions, his linguistic or communication compe-

tence and proficiency, and (b) exploratory qualitative studies, which broadly

examine social class and ethnic differences in naturalistic everyday speech usage

as a source of hypotheses concerning the factors which might influence school

performance of disadvantaged children.

The quantitative studies use verbal productivity, mean length of utterance,

or deviations from Standard English as criteria of deficit. In these studies it

is assumed that the disadvantaged child has been assessed under some ideal condi-

tion so that situational factors do not affect his adequacy, and that the obtain-

ed verbal deficits have implications for performance on school tasks. These as-

sumptions of the deficit approach have come under severe attack by linguists

(Labov, 1970; Hynes, 1971), Piagetians (Furth, 1970), and psychologists (Cazden,

1970) who have pointed out that verbal adequacy varies with situational context,

and that these quantitative indicators of verbal adequacy have little to do with

the school problems that poor children present.

The exploratory qualitative approach, while it is concerned with the school

problem of poor children, is not at all concerned with quantitative deficits in

verbal productions. Indeed, it represents an entirely different approach to the

language and poverty problem, which has been variously designated as ethnolin-

guistic, sociolinguistic (Hynes, 1971), or ecologlegl (Horner and Gussow, 1972).

Instead of focusing on the adequacy of utterances, qualitative studies of every-

day speech have been concerned with the broadest possible range of noncognitive
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and nonlinguistic factors in the human communication experience as they impinge

on linguistic output. For example, Bernstein (1970) and Hess (1969) have focused

attention un maternal control strategies in interpersonal interaction, and how

they affect the linguistic output of children. Liiov, Cohen, Robins and Lewis

(1968, Vol. II) have focused attention on the distrust of the child. These

sociolinguistic studies, while stimulating and provocative, have typically been

descriptive or anecdotal. Nor have they concerned themselves with the early

years of development.

The present study was designed to provide sociolinguistic data on the years

from 2 to 5 and to provide large enough samples to subject the data to statisti-

cal analysis. The study is formulated within an ecological-ethnolinguistic

framework. Qualitative differences in everyday speech usage are examined as they

naturally occur in existing preschool centers for advantaged and disadvantaged,

black and white children. These qualitative differences from ages 2 to 5 are

studied as a source of hypotheses for an understanding of later school problems.

Subjects

Ss consisted of the four cross-sectional sociolinguistic samples described

in Table 1--advantaged white, advantaged black, disadvantaged black higher IQ,

disadvantaged black lower IQ. The longitudinal sample was excluded because of

the special circumstances under which the data were collected.

Procedures

The data to be analyzed are contained in Tables 3 to 6, each table showing

the age level means for one of the four sociolinguistic groups. As in the Devel-

opmental Study only those 25 scores with adequate frequency (see frequency cri-

teria above) will be analyzed. The Developmental Study has examined these scores

from the viewpoint of age changes from 2 to 5 years. The present study will re-

examine the same data from a sociolinguistic point of view.
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Specifically, the Sociolinguistic Study focuses on those preschool speech

differences which might reasonably be expected to have some implications for

later school performance. To meet this objective, the following three criteria

were established:

1. Consistency for advantaged groups. Both advantaged groups, black and

white, must share in common the difference with the disadvantaged samples. This

requirement was necessitated by the findings on total productivity of adult-di-

rected and child-directed speech (see Figure 1). It will be recalled that rela-

tive to both disadvantaged groups, the advantaged white sample produced signifi-

cantly more adult-addressed speech, while the advantaged black sample produced

significantly more child-directed speech. Since both of these advantaged groups

are expected to do well in school, given their high social standing and their

above average IQs, these findings indicate that it is possible for advantaged

preschoolers to differ in speech characteristics from disadvantaged groups in

ways that are not necessarily associated with later school success.
15

Since the

present study, like most language and poverty research (Williams, 1970), is con-

cerned with speech differences which are associated with later school success,

only those speech characteristics which both advantaged groups share in common,

and which significantly distinguish each advantaged group from the disadvantaged

groups, will concern us here.

2. Consistency for disadvantaged groups. The lower IQ disadvantaged group,

while it may differ from both advantaged groups to a greater or lesser degree as

compared with the same difference for the higher IQ disadvantaged group, may not

differ from both advantaged groups in a direction opposite to that of the higher

IQ disadvantaged group. This requirement was necessitated by the fact that while

the higher IQ disadvantaged group has the methodological virtue of being crudely

matched in IQ, with both advantaged groups, decades of research on the Binet
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indicate that it is the lower IQ disadvantaged group which is by far the most

vulnerable from the viewpoint of later school functioning. Therefore, a decre-

ment or increment for the higher IQ disadvantaged group relative to the advan-

taged groups, that is not also shared by the lower IQ disadvantaged group, would

be extraordinarily difficult to interpret from the viewpoint of later school

functioning.

3. Consistency across the age range under study. The difference between

advantaged and disadvantaged groups must be consistent across the age range

under study. The age consistency criterion was necessitated by the fact that

given the large number of scores with adequate frequency to be studied, 25 in

all, and the four age-level means for each score, a certain number of signifi-

cant differences between advantaged and disadvantaged means would be expected on

the basis of chance alone. The three consistency criteria adopted, consistency

for advantaged groups, for disadvantaged groups, and the age range, served to

reduce the possibility of chance significant differences.

The requirement of age consistency also served to eliminAte scores showing

what might be called developmentally meaningless interactions between age level

and sociolinguistic group, for example, a significant difference between advan-

taged and disadvantaged groups at age levels 31/2 and 5.17" but not at 21/2 and 41/2.

There seemed to be no point in accumulating lists of such puzzling findings,

since developmental theory could provide no parsimonious way of interpreting

them at this time. Concerning what might be called developmentally gneaninful

interactions between age and sociolinguistic group, there seemed to be three

possibilities: (a) that advantaged and disadvantaged groups become more discrep-

ant with age; (b) that they become less discrepant; or (c) that the direction of

the discrepancy reverses itself in the middle of the age range under study, be-

tween ages 33-2. and 41/2. The data of Tables 3 to 6 were graphed and inspected to
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identify these three possibilities. No examples of the reversal effect were

found. Examples of increasing and decreasing discrepancy were found, but the

preliminary statistical test adopted for assessing the significance of age con-

sistency (see below) excluded none of these scores from the final statistical

analysis.

Finally, it may be noted that it was possible to modify the age consistency

criterion for late-maturing scores (those showing significant age increments as

listed in Table 7), if they failed to demonstrate age consistency in the total age

range from 2k tc 51/2. Since these scores tended to show very low frequencies at

age 2k, age consistency was required only for the age range from 31/2 to 51/2.

The statistical procedures for evaluating whether these three consistency

criteria were met consisted of two steps. For the first step, preliminary Sign

tests were applied to identify those scores which met the three consistency cri-

teria on the basis of the direction of the mean differences, i.e., a consistent

increment (or decrement) for both advantaged grn'ip as compared to both disadvan-

taged groups. The Sign test showed a significant degree of consistency in the

direction of the mean difference (a< .02, two-tailed test) if both advantaged

groups showed higher (or lower) means than both disadvantaged groups in at least

13 of the 16 mean age comparisons of Tables 3 to 6. For the late-maturing

scores, a consistent increment (or decrement) could be demonstrated

(2. < .02, two-tailed test) if both advantaged groups showed higher (or lower)

means than both disadvantaged groups in at least 10 of the 12 mean age compari-

sons of Tables 3 to 6, covering the age range from 311 to 51/2.

For the final step of the statistical procedure, 3-way analyses of variance,

sociolinguistic group by age by sex, with replication for sex, were applied to

those scores showing a significant, degree of consistency on the Sign test. The

preliminary Sign test was applied because analysis of variance takes into account
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both the size and the direction of mean differences, so that large differences in

size can compensate for differences in the direction of the mean difference, if

the latter differences are small. The Sign test additional requirement of a

significant degree of consistency in the direction of the mean difference was

yet another precautionary measure for preventing chance significant differences.

The other precautionary measures are inherent in the three consistency criteria

defined above.

Results

The following seven scores show a significant increment for both advantaged

groups compared to both disadvantaged groups on the Sign test: the Subcategory

scores, Asserts Desire, Me Too, Collaborative Disagree, Collaborative Dramatic

Play, Reporting about Self; and the Appended scores, Asserts Desire to Adult and

Modulation. Except for Collaborative Disagree, all scores, including the late-

maturing Collaborative Dramatic Play and Modulation, show increments for the 8.41-.

vantaged groups for at least 13 of the 16 mean age level comparisons covering the

total age range from 21/2 to 5h. For the late-maturing Collaborative Disagree. 10

of the 12 mean age level comparisons in the age range 31/2 to 5h show the increment

for both advantaged groups. The Sign test revealed no score with a significant

increment for both disadvantaged groups as compared to both advantaged groups.

Table 8 summarizes the results of the analyses of variance for each of these

Insert Table 8 about here

seven scores. The four age level means for the four sociolinguistic groups for

each of these seven scores can be found in Tables 3 to 6. Figures 3 to 9 graph-

ically plot these age level means, with each figure showing the results for each

of the seven scores as listed above, respectively.

Insert Figures 3-9 about here
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For each of the seven scores, Table 6 lists the E ratio and shows the 'cob-

ability values for the main variables, sociolinguistic group, amend sex, and

for thou interaction tern. It can be seen that all stoves show a significant

effect of sociolinguistic group, which is not surptising considering the rigor-

ous demands of the preliminary Sign test. Three scores show significant age

effects, an age decrement for Asserts Desire to Adult (see Figure II), and an age

increment for Collaborative Disagree (see Figure 5) and Modulation (elm Figure 9).

Only one score, Asserts Desire to Adult, shims significant sex effect in favor

of girls. Except for a significant interaction between age and sociolinguistic

group for the scores Me Too and Collaborative Disagree, Table elbows no other

significant interactions.

The key question for the present study is whether any of these scores, all

showing significant sociolinguistic nein effects, fulfill the three required

consistency criteria: (a) that both black and white advantaged 1p share in com-

mon a significcnt difference from the disadvantaged groups; (b) that, relative

to the advantaged groups, the lower IQ disadvantaged group shows a difference in

the ease direction as the higher IQ disadvantaged group; and (c) that the differ-

ences between advantaged and disadvantaged groups ere consistent across the age

range under study, enters a devotementally soweeingfut interaction between age

and sociolinguistic group can be demonstrated.

Taking the age consistency criterion first, it has been noted (see Table S)

that the only scores with a signifleant interaction between age and sociolinguis-

tic group were Ms Too (see Figure 4) and Collaborative Disagree (see Figure 5).

Inspection of Figures 4 And 5 indicate that these significant interactions are

developmentally 'meaningful in that both scores show a decreasing discrepancy be-

twee advantaged and disadvantaged groups with age. Schaff* tests support this

tapression In that neither of these scores show significant sociolinguistic
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differences sc age 5%, while Me Too shave significant sociolinguistic differences

for ages 2% to 4%, and the late-eeturing Collaborative Disagree shows significant

differences for ages 3% to 44 (see report of Scheff; tests below). Altogether,

the criterion of consistency across the age range, or developmentally meaning-

ful interaction with age, is fulfilled by all seven scores.

Regarding the criteriom that the lower IQ disa4vastage4 group, relative to

the advantaged group, shows difference in CA same direction as the higher IQ

diss4:**tage4 gro4p, the very 4416* f*IpeaUdamilat WA* deminawd by the preliminery

Sign test, so that all seven scores have already met this criterion.

Finally, to evaluate whether the first criterion was ant, that each of the

advaatarli troupe, both black and white, shares in common significant differ-

ence in ::elation to the disadvantaged groups, it was necessary to carry out

Scheffe tests, compering the means of each of the four sociolinguistic groups,

for each of the seven measures. Table 9 lists these means as follows: for Owes

scores with no significant interaction between age and sociolinguistic group,

the means for all four age levels are averaged for each of the sociolinguistic

groups; for $e Too and Collaborative Disagree, with significant interstione be-

tween gt and sociolinguistic group, the age level Deane are averaged for that

portion of the age range where the Schaff, tests show significant sociolinguistic

differences, 2% to 4% for the score Me Too, and sic to 4% for the score Collabor-

ative Disagree.

Insert Table 9 about hire

Tale 9 also indicates the probability values for the Schefte tests as

follows: when the skean of the advantaged vomit, black or white, shows a sieftifi

cant increment relative to the means of both disa4vactaged groups, the notations

A and 4 are shown above the advantaged mean; when the advantaged group shows a
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is shown. There wire no instances where the advantaged mean showed a significant

increment for the higher IQ disadvantaged seen witimout also showing one for the

lower IQ disadvantaged mean. There were also no instances of a significant dif-

ference between the means of the two disadvantaged groups, higher and lower IQ.

There was only one instance of significant difference in the means of the ad-

vantaged ',troupe, black and white; the score Collaborative Dtaagree at ages A to

4l showed significant increment for the black advantaged group.

As can be seen in Table 9, the only scores with both advantaged groups each

showing a significant incessant relative to the disadvantaged groups are Modula-

tion, with significant increments for both the disadvantaged groups, and Asserts

Desire to Adult, with significant increments for the lower IQ disadvantaged group

only. Otherwise, the advantaged white group showed significant increments for

Asserts Desire and Reporting about Self; and the advantaged black group showed

significant increments for Me Too, Collaborative Disagree and Collaborative

Drasetic Play. It is the two Appended scores, Modulation and Asserts Desire to

Adult, which meet all three consistency criteria.

Discussion

The fact that only two preschool speech scores, Modulation and Asserts

Desire to Adult, were identified, which say have implications for later school

performance, is directly related to the reeuirtment teat both black and white

advantaged 2s share in common a significant difference with the disadvantaged

groups. Mad only the advantaged black Ls been compered to the disadvantaged

black Is, a number of child-directed Secondary Sociable Speech patterns would

have shown a significant increment fur the advantaged group. The finding of a

significant increment for the advantaged blacks on the Child-Listener score has

already been noted (see Figure 1). Table 9 also shows aignificant increments
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for the black advantaged 1, for two scores with the Listener Designation LI

child, namely, Collaborative Dramatic Play and Collaborative Disagree. However,

the fact that the advantaged white, w%* are likely to do to well in school as ad-

vantaged blacks, do not shoe comparable sigeificaat increments for these child-

directed SCOT'S.* (Child Listener Lege Figure 1, Collaborative Dramatic Play, and

Collaborative Disagree Lees Table 1,) makes thm increment for the advantaged

blacks sabigucus from the viewpoint of the implications for school performance.

Indeed, consistent with the white Le' higher productivity of adult-addressed

speech (see Figure 1), Table 9 shays that the increments specific to the advan-

taged whites occurred on the early-maturing Primary Speech pattern (i.e., Asserts

Desire and Reporting about Self), while increments specific to the advantaged

blacks tended to occur on the Secondary Speech pattern.

In any case, the two significant increments which both labftatage4 groups

share in common are particularly interesting in that they are consistent with

previous research and theory in this field. It bears repeating before proceeding

with the discussion that the sociolinguistic approach, to date, has been highly

intuitive and highly speculative. Informal observation in naturalistic situa-

tions form the basis for speculation on possible relationships between the intri-

cate process of everyday human coenunicatiun and school performance (Bernstein,

1962, 1965, 1970; Labov, at al., 1961; Lbov, 1970). Given the preliminary ex-

ploratory nature of research in this field, the following discussion must be

viewed as tentative attempt to generate hypotheses for future research.

Regarding the Modulation score, the findings are consistent with Hess' re-

search, which is formulated in the framework of Sernstein's (1962, 1965) socio-

linguistic theories concerning interpersonal control strategies (Hess, 1969; and

Chipman, 1965). Hess finds that lower -class black mothers are more apt to use

teDeretive-Moreetiet control strategies with their children, while middle-class
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former involve orders, accompanied by appeals to existing norms, e.g., "Do it

because I told you" or "Do it because that's the way we do it." The cognitive-

rational strategy involves appeals to reason,, e.g., "Do it because it may fall";

and the personal-suhpective strategory involves appeals to reasons which are con-

cerned with personal feelings, e.g., "Do it so you don't hurt her feelings." It

is obvious that the latter two middle-class strategies require much greater use

of what ve call Modulation--explanation, justification, rationalisation, Int0Ote

at verbal persuasion, etc. The present data indicate that these social class

differences in communication are apparent as early as the preschool years.

Indeed, these verbal modulations may be the earliest manifestations of what

Sarftstein has called the glekagityLliasidiusraga which he characterises as

context-free, universalistic, and abstract in contraat to his rgairisted liq-

"static rode which is context-bound, particularistic, and concrete. The middle-

class control strategies which Hess describes are manifestations of the elabor-

ated code; the lower class of the restricted code. The modulations of °eV young

preschoolers generally appeal to universalistic principles which go far beyond

the immediate context. For example, a child may attempt to persuade the other

with the appeal, 'You promised," or he may explain that the reason he is not

willing to share his toy is because it is 'brand new."

From the point of view of later school functioning, it seems evident that

school life is dominated by the kind of rational talking-it-over processes in-

volved in verbal modulations, explanations, juatifications, etc. To the degree

that the preschooler comes to sArool well versed in the why-and-because processes

that seem to be involved in those modulations, he would seem better prepared to

deal with the why and becauses involved in school teaching and learning. In

similar vein, Bernstein (1970) argues that since sch4401 life is dominated by the
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elaborated code, lower-class children are limited by their inexperience with the

code.

The present data, while consistent with berntein's sociolinguistic theory,

also suggest that it Way ba important to add developmental perspective. $ern -

stein (1962, 1965) has specifically rejected developmental perspective. He

argues that his elaborated code is not a more advanced form of communication,

pointing out that menbers of both social classes adopt a restricted caste when

comeunicating in Intimate or ritualised situations where the elaborated code is

not required. The preeent developmental-sociolinguistic data indicate that while

there may be situations which do not require elaborated modulations, it is pos-

sible to fail to develop such techrtques sufficiently, so that they are less

available when one might choose to use then as, for example, In school situations.

Given the non-egalitarian implications of a developmental approach, it should

be pointed out %hat the opposite pattern of overdevelopment of modulations, or

overqualifications and overtemporising, as Labov (1970) describes it, has been

noted to be serious probisn La middle-class speech (LaLo., 1770). The clinical

psychologist readily recognizes this pattern (so well exemplified in the speech

of Labov's case of Mr. C. Llebov, it al., 196/1/) as manifestation of the defense

of overintellectulization, characteristic of Obsessional personalities (Rapaport,

Gill, and Schafer, 1946). However, this type of problem is not usually associat-

ed with reading problems. Indeed, most college professors (including the author)

could probably qualify as overintetlectuliters, over=dulators or overqualifiers,

bast they usually have no trouble learning to read, which presumably is the implic-

it core problem in most language and poverty research.

Turning to a discussion of the score Asserts Desire to Adult, which shows an

increment for both of the advantaged groups only for the lower IQ disadvantaged

group, this finding is highly consistent with the results of White's recent
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studies of somottence in preschool children (White, in press). White defines

competence in terse of IQ, as well as other factors. His more competent pre-

schoolers, compered to the less competent, show more instrumental dependence on

adults in their overall social behavior. The present findings on instrumental

dependence in social speech are consistent with White's findings on instrumental

dependence in overall social behavior, in that the score Asserts Desire to Adult

is specifically associated with lower IQ. The more competent higher IQ disadvan-

taged group does not show a significant decrement for this score.

Regarding implications of this speech finding for later school functioning,

low levels of Asserts Desire to Adult would seem to reflect an insufficient re-

liance on, or trust in, adults which sight easily jeopardise the sensitive rela-

tionship between student and teacher in the early years of school when reading

and writing c.7re acquired. In tt,,s connection, it is important to consider the

significant sex difference which was found with regard to the score Asserts

Desire to Adult. This sex difference, in favor of girls, directly parallels the

sex differences in reading ability in favor of girls, which is consistently re-

ported in the literature. That is, the data on sex differences corroborate the

data on sociolinguistic differences in suggesting an association between instru-

mental dependence on adults and performance on school tasks.

Finally, it chou14 be noted that the present formulation concerning a trust-

ing relationship with the adult caretaker is consistent with the sociolinguistic

formulations of Labov, et al. (1968), at the same time suggesting the addition

of a developmental perspective which is siesta& from Labov's sociolinguistic

theory. Labov has studied communication among peers in black ghetto adolescent

street gangs and has emphasized hole these children, so talkative on the streets,

clam up in distrust and suspicion in the presence of the largely white middle-

class power elite at school--the teacher and tho tester. The present data
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indicate that the black disadvantaged distrust of adults may long ante-

date his arrival at school. Even as young as age 2, even in the permissive en-

vironment of free play at his community preschool center, staffed mainly by

members of his own ethnic group, he is less apt to rely on adults to gratify his

desires than is the advantaged child.

Given the non-egalitarian nature of a developmental approach, it is important

to note that psychologists hove observed the opposite developmental pattern of

excessive dependence on adults, particularly in association with first-born sta-

tus among middle-class children, and that difficulties in living have been iden-

tified in association with this pattern (Kagan, 1969). Nevertheless, it needs to

be pointed out that, unlike the lower-class pattern, this opposite pattern of ex-

cessive adult dependence in middle-class first bores is typically associated with

above average academic performance, high IQ, and later intellectual achievement

(Kegart, 1969).

Heretofore, we have been discussing the sociolinguistic findings on Asserts

Desire to Adult and those for Modulation separately. The difference in the

speech findings between the higher and lowez IQ disadvantaged groups suggest a

plausible avenue of approach for integrating the data on the two scores. Scheffe

tests indicate that the higher IQ group shows a significant decrement only for

the later maturing Modulation, while the lower IQ group shows a significant decre-

ment for both the early appearing Asserts Desire to Adult and the late appearing

Modulation. It would appear that when the impact of poverty is severe enough to

affect preschool IQ, that both the early and later phases of interpersonal com-

munication have been affected, while, when the impact of poverty is less severe

so that preschool IQ is minimaIly affected, then only the later stage, involving

the development of modulations, has been affected.

This two-phase developmental sequence could provide the basis for a develop-
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mental-sociolinguistic theory which integrates both the sociolinguistic theories

of Labov concerning trust in adult teachers, and the theories of Bernstein con-

cerning elaborated speech forms. It would also serve to integrate sociolinguistic

theory with the developmental theories of Erikson (1963) and Piaget (1926). Erik-

son's psychoanalytic theory emphasizes the necessity of an adequate development

of basic trust as the foundation for the later development of all socialized forms

of hehavior, all of which require the modulaticn of one's own behavior for the

sake of the other. Piaget, addressing himself to speech development in particu-

lar, describes a developmental progression toward more socialized forms of speech

which take ceesideretion the needs of the listener. Could not this develop-

mental progression be impeded by undermining the child's innocent faith that the

adult world will meet his needs when asked to do so?

It has been the explicit aim of the Sociolinguistic Study, like most of cur-

rent sociolinguistic research, to generate hypotheses concerning the relationship

between the complex process of human communication, with its elethera of nnneegni-

tive and nonlinguistic, social and motivational factors, and the performance of

school children on cognitive tasks. The sociolinguistic approach rejects the as-

sumption of a generalized linguistic deficit, independent of context; linguistic

output is assumed to depend on context. For this reason, the data on the present

sociolinguistic samples could have been different had the samples been observed

in different contexts, for example, if the disadvantaged blacks had been bussed

to integrated preschools rather than attending their own community group care

centers. The context of the present study, namely, existing community group care

centers in a large urban area, was chosen because of the obvious relevance for

deriving educational implications for existing urban programs.
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V. SUMMARY AND IMPLICATIONS

Speech development is rarely studied from a functional-motivational point of

view, despite the fact that both mothers at home (White, 1971), and teachers who

adopt a whole-child approach at preschool (Biber, et al., 1971) rely heavily on

the child's self-motivated speech to set in motion his everyday verbal transac-

tions. To date, research in language development has focused on syntax and se-

mantics (Bloom, in press), while studies of speech development have focused on

the adequacy of interpersonal communication (Piaget, 1926; Flavell, 1968) or on

intrapersonal speech (Vygotsky, 1962; Luria, 1961; Kendler, 1963). Little atten-

tion has been paid to the nonlinguistic and noncognitive, motivational, personal

and social aspects of interpersonal speech. Indeed, it is the sociolinguists or

ethnolinguists (Bernstein, 1970; Labov, 1970; Hymes, 1971), rather than the psy-

chologists, who have been urging us to examine the complex process of human com-

munication in its intricate social everyday context. Recent sociolinguistic re-

search on older children and adults suggests that patterns of everyday interper-

sonal speech usage may have important implications for she poverty school problem.

Yet, we have little data on how these patterns develop in early childhood or on

early sociolinguistic differences. The present Methodological, Developmental,

and Sociolinguistic Studies were designed to provide this data for ages 2 through

1. Methodological Study. The aim of the Methodological Study was to develop

a scoring scheme for the functions of spontaneous interpersonal preschool speech

from the viewpoint of the child's need to talk. The scoring scheme, called the

FIS-P, was developed inductively on the basis of 6,000 statements from 150 pre-

schoolers, advantaged and disadvantaged, black and white. The Abbreviated Form
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of the FIS-P, used in the present project, yields Subcategory scores in nine

major scoring categories as follows: There are categories for personal motives,

Expressive, Desire Implementing, Possession Rights Implementing, and Ego-Enhanc-

ing; categories for social motives, Self-Referring-Including, Joining, and Collab-

orative; categories for other motives, Learning Implementing and Reporting. There

are also Appended scores, Adult Listener for utterances addressed to adults; Child

Listener for utterances addressed to other children; Asserts Desire to Adult for

desire assertions addressed to adults; and Modulation covering explanations, jus-

tifications, rationalizations, attempts at verbal persuasion, etc., often begin-

ning with the word 'because." There are also Listener Designations for FIS-P

scores addressed mainly or exclusively to adult or child listeners. Altogether

25 scores of adequate frequency were subject to study.

The scoring scheme is applied to each spontaneous utterance, intended for

interpersonal communication, as recorded in 12 3-minute language samples per S.

Poi each FIS-P score the number of the 12 observation intervals in which the

score occurs is measured. This interval measure was adopted to deal with the

problems of variation in verbal productivity, and continuations or repetitions in

conversation. Scorer agreement was found to be 73%, comparable to other studies

of motivational variables. Consistency of scores per S yielded a reliability of

.67 on a small pilot sample. To examine the intercorrelations among FIS-P scores,

factor analysis on a sample of 57 4-year-olds was carried out. The following five

factors were found: Factor 1, Adult Oriented Talk (Dependency and Identifica-

tion); Factor 2, Aggressive Talk (Negative Self-Assertion); Factor 3, Ego Thrust

Talk (Positive Self-Assertion); Factor 4, Peer Interaction Talk; and Factor 5,

Linking to Others with Words (Interdependence).

2. Developmental Study. In the Developmental Study, changes in FIS-P scores

fro' ages 2 to 5 were examined. Developmental data were collected on five
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samples, a small longitudinal sample of four advantaged white Ss observed at ages

2-0, 2h, 3-0, 3h, and 4h, and a large cross-sectional sample of 170 Ss, consist-

ing of four sociolinguistic groups, advantaged white, advantaged black, disadvan-

taged black, all groups of above average mean Binet IQ, plus a disadvantaged

black group of below average mean Binet IQ. For each of the four sociolinguistic

samples there were subgroups at ages 2h, 3h. 4h, and 5h, with an equal number of

boys and girls in each subgroup. Data were collected in 20 urban preschool set-

tings, with 39 different groups.

The four cross-sectional samples showed differences in verbal productivity

as follows: Analysis of variance (sociolinguistic group by age by sex, with rep-

lication for sex) indicated that the productivity of adult- and child-addressed

statements was disparate both with regard to age ad sociolinguistic group. The

amount of speech addressed to adults was found to decrease significantly from

age 2 to 5, and the advantaged white group produced significantly more of these

statements than either of the disadvantaged groups. On the other hand, the amount

of child-directed speech showed a significant age increment from 2 to 5 years, and

the advantaged black group produced significantly more of these statements than

either of the disadvantaged groups. These quantitative differences in the overall

productivity of Ldult- and child-directed speech were taken into account in inter-

preting the qualitative differences in speech patterns (FIS-P scores) found in

the Developmental and Sociolinguistic Studies.

Developmental hypotheses concerning the FIS-P scores were generated by the

theoretical considerations of Piaget (1926; and Inhelder, 1969) concerning the

underlying structural development of self- and self-other (speaker-listener) dif-

ferentiation. Considerations concerning self-differentiation suggested a develop-

mental continuum of speech function for the personal motive Subcategory scores as

follows: Category I Expressive statements seemed most immature since they appear
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to require no self-differentiation; Category II Desire assertions also seemed

immature since they appear to require only the differentiation of momentary need

states. Category III Possession Rights statements seemed more mature in that

they appear to require a self-schema which transcends time, so that objects can

be viewed as belonging to the self beyond the present moment. Category IV Ego-

Enhancing statements seemed most mature in that they appear to require the devel-

opment of a self-schema with well differentiated, lasting attributes, which L' can

boast about.

Considerations concerning self-other differentiation suggested a developmen-

tal continuum of speech function for the social motive Subcategory score as fol-

lows: The Self-Referring Me Too statements of Category V seemed to reflect a

minimum of differentiation, with S imitatively referring to himself any statement

the other has said, as if the distinction between the self and the other is blur-

red. The Joining statements of Category VI seemed to reflect an increasing self-

other differentiation in that the child actively seeks out a union with another,

rather than merely reacting imitatively to another. The Collaborative statements

of Category VII seemed to reflect the highest degree of self-other differentiation

in that evidence of role differentiation is required, with the self and the lis-

tener taking complementary positions in an action project or purely verbal discus-

sion.

Finally, Categories VII, Learning Implementing, and IX, Reporting, were

placed at the end of the list of categories because they seemed to stand outside

the developmental sequence covered by Categories I through VII. Learning imple-

menting and reporting statements seemed to. occur throughout the life cycle, at

all levels of ego-differentiation. However, a constant reporting of one's own

experience seemed likely to be an especially prominent feature of the primary

adualistic state, where the line As blurred between thinking to oneself and
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sharing one's thought with others.

The developmental findings, with minor exceptions, support these developmen-

tal hypotheses. The most mature of the personal motive statements, Ego-Enhancing,

shows a significant increment with age, a doubling in frequency at around ago 3,

leveling off thereafter, from 3 to 5. The most mature of the social motive state-

ments, Collaborative, also shows a significant ege increment coming into promi-

nence at around age 3, and showing a continuing increase thereafter. The imma-

ture personal motive statements Expressive and Desire Implementing, the immature

social motive Me Too statements, and the immature Learning Implementing and Re-

porting statements show almost no evidence of increase with age from 2 to 5.

They appear early and tend to maintain the same levels of productivity from 2 to

5, with some samples showing decreases on some scores.

The developmental findings were also examined inductively as they cluster

together at the age levels from 2 to 5, and in relation to the factorial clusters

as well as the overall age decrement for adult-addressed statements and age incre-

ment for child-addressed statements. The results indicate that age 3 is pivotal

in the development of preschool patterns of everyday speech usage. Before 3,

speech consists mainly of desire implementing; "me too" self-referring; learning

implementing (word naming); and reporting about the self and things, with adult-

addressed speech at its highest levels. Structurally, from the point of view of

the underlying structure of the self, these early speech patterns seem to reflect

the primary adualistic state which Piaget calls egocentric, Functionally, from

the point of view of the child's need to talk, this early speech repertoire seems

optimally suited for fostering the primary attachment between child and caretaker,

and for insuring maximum gratification during this primary mutually interdepend-

ent attachment. We have called this repertoire Primary So

Speech. The factor analysis provides evidence of factorial validity for this
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cluster in that Factor 5, Linking to Others with Words (Interdeoendence), is al-

most identical to the cluster we have cal',,ed Primary Speech.

After age 3, Primary Speech tends to persist at the same frequency until age

5, but added to it are later maturing speech functions which seem to reflect the

increasing differentiation of self from other. After 3, ego - enhancing boasting

statements show an abrupt increase, and a group of child-addressed speech pat-

terns, consisting mainly of joining and collaborative statement*, begin a con-

tinuing rise with age, as does the overall productivity of child-addressed state-

ment*. We have called this peer-addressed cluster Secondary Sociable Seteek.

Again the factor analysis provides evidence of factorial validity for this

cluster, in that Factor 4, Peer Interaction Talk, is almost identical to the

cluster we have called Secondary Speech.

Finally, pair of speech patterns which seem to be adapted to the needs of

the listener, called Tertiary Socialized Speech, seems to emerge at ages 4 or 5.

These pattern' incluttl$ modulations (explanations, justifications, etc.) and dis-

agreeing in collaborative discourse. Here the factor analysis does not provide

validation of this pairing, probably because the factorial study was carried out

at the 4 year level, when both of these patterns are just beginning to emerge.

It can be seen that the Developmental Study reveals oevelopmentl continua

of speech function which seem to reflect the underlying development of self- and

self-other differentiation. In this respect the findings are similar to those

of the speech studies of Piaget (1926). However, there are important differences.

Piaget's categories of Ipeech function were constructed from the perspective of

the observer, whereas the FIS-P classifies speech function from the viewpoint of

the child, i.e., his motives to talk. In addition, Piaget focuses on the devel-

opmental shift at age 7, while the present study focuses on developments from

age 2 to 5. Within the latter age range, both Piaget (and Inhelder, 1969) and
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psychoanalytic theory (Erikson, 1963) propose that age 3 is pivotal in the emer-

gence of a significant degree of ego - differentiation. The present findings support

this position, showing a distinct shift in everyday speech usage at around age 3.

3. Sociolinguistic Study. For the Sociolinguistic Study, the data of the

Pout cross-sectional samples (advantaged white, advantaged black, disadvantaged

black higher IQ and disadvaucaged black lower IQ) were examined in an effort to

identify preschool speech patterns that might have implications for later school

functioning. With this aim in mind, and also to avoid obtaining sociolinguistic

differences on the basis of chance alone, the following three criteria needed to

be met before considering an FIS-P speech score of possible sociolinguistic signif-

icance: (a) Consistency for both advantaged groups. Given the finding that ad-

vantaged black Es show an increment .n child-directed speech relative to the dis-

advantaged while advantaged whites show an increment in adult-directed speech,

and given the expectation that both of these advantaged preschool groups will per-

form well in school, it was required that both advantaged groups share in common

a signifl-ant difference from the disadvantaged groups. (b) Consistency for both

disadvantaged groups. Given the fact that the lower IQ disadvantaged group is

more vulnerable to school problems than the higher IQ group, it was required that

the former share in common with the latter the direction (increment or decrement)

of the mean difference from the advantaged groups. (c) Consistency across age

levels. Given the large number of means to be compared, with 25 scores of ade-

quate frequency and four age-level means for each score, it was required that

sociolinguistic differences show consistency across the age range under study, un-

less a meaningful interaction with age could be demonstrated (i.e., advantaged and

disadvantaged groups become either more or less discrepant with age).

The age consistency criterion was intended to markedly reduce the possibility
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of obtaining sociolinguistic differences purely on the basis of chance. The

other two consistency criteria also served to avert this possibility. Finally,

as a further effort in this direction, consistency across the age range in the

direction of the difference (increment or decrement) between advantaged and dis-

advantaged groups was required, so that large differences between social classes

at some age levels would not be allowed to compensate for reversals in the direc-

tion of the social-class differences. This final requirement wc, implemented by

applying a Sign test to the 16 mean age-level comparisons for each FIS-P score.

Only if the score showed an increment (or decrement) for the advantaged Es in 13

of the 16 comparisons, significant at the .02 level on a two-tailed test, was the

score subject to further analysis.

The following seven speech scores showed significant increments for the ad-

vantaged groups relative to the disadvantaged groups on the Sign test: the Sub-

category scores Asserts Desire, Me Too, Collaborative Disagree, Collaborative

Dramatic Play, Reporting about Self; and the Appended scores Asserts Desire to

Adult and Modulation. There were no scores showing a significant increment for

the disadvantaged groups.

The final step in the statistical treatment consisted of a 3-way analysis

of variance (sociolinguistic group by age by sex, with replication for sex) for

the seven scores which showed a significant difference on the Sign test. The

I

analysis of variance, plus Scheffe tests, served to identify those scores which

fulfilled the three consistency criteria, consistency for both advantaged groups,

for both disadvantaged groups, and across the age range under study. The tests

showed that the scores which fulfilled all three criteria were Modulation, with

significant increments for each of the advantaged groups (black and white) rela-

tive to each of the disadvantaged black groups (higher and lower IQ),and Asserts

Desire to Adult, with significant increments for each of the advantaged groups
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relative to the lower IQ disadvantaged group.

The finding that only two scores showed significant sociolinguistic differ-

ences was directly related to the requirement that both advantaged groups share

in common the difference from the disadvantaged groups. Several scores showed

an increment only for the advantaged black group, namely, Me Too, Collaborative

Disagree, cnd Collaborative Dramatic Play, while other scores showed an increment

only for the advantaged white group, Asserts Desire and Reporting about Self.

These discrepancies are no doubt related to the advantaged black increment for

child-addressed speech and the advantaged white increment for adult-directed

speech. The speech patterns showing an increment for the advantaged blacks are

mainly components of the cluster Secondary Sociable Speech, associated with an

increasing predominance of child-addressed speech. On the other hand, scores

showing an increment for the advantaged whites are components of the cluster

Primary Speech, associated with the highest levels cf adult-directed speech.

In any case, these two significant sociolinguistic findings, for Modulation

and Asserts Desire to Adult, are interesting because they are consistent with

the existing literature in the field. The finding of significantly more Modula-

tion speech for the advantaged Sa is consistent with Hess' (1969) research form-

ulated in the framework of Bernstein's (1962, 1965) sociolinguistic theories.

Hess finds that lower-class black mothers are more apt to use imperative-norma-

tive control strategies with their children, while middle-class blacks use more

cognitive-rational and personal-subiective control strategies. The latter two

strategies relative to the former would seem to require much greater use of

Modulation--explanation, justification, etc. The present data suggest that these

social class differences in the use of verbal modulations are evident as early as

the preschool years.

This preschool data on Modulation suggest that a developmental perspective
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be added to Bernstein's (1962, 1965, 1970) sociolinguistic formulations. As

early as age 4 or 5, when these socialized speech forms begin to emerge, the,

appear to be more highly developed in advantaged El relative to disadvantaged.

Turning to the results for Asserts Desire to Adult, the finding that both

advantaged groups show an increment relative to the lower IQ disadvantaged group,

and no significant difference relative to the higher IQ disadvantaged group, is

consistent with the results of White's recent studies of competence in young

children (White, in press). White defines competence in terms of IQ as well as

other factors. His less competent preschoolers, relative to the more competcW:.,

show less instrumental dependence on adults in their overall social behavior,

just as the present lower IQ sample shows less instrumental dependene :ltt their

social speech, as manifested in their lower scores on Asserts Desire to Adult.

The findings on Asserts Desire to Adult are also consistent with the socio-

linguistic formulations of Labov, et al. (1968). In view of the high vert pro-

ductivity of disadvantaged adolescents on the streets of the urban ghetto, Labov

suggests that the disadvantaged black cLild's linguistic output is diminished in

the school setting because of his distrust and suspicion of the largely white

middle-class power elite at school--the teacher and the tester. The present pre-

school findings on Asserts Desire to Adult, while consistent with Labov's general

formulation, strongly indicate the need for adding a developmental perspective.

These early findings suggest that, for the disadvantaged black child of lower IQ,

distrust of adults may long antedate his arrival at school. Throughout the age

range from 2 to 5, he is lees apt to ask adults for help in fulfilling his own

desires, adults mainly from his own community at his preschool center.

It is tempting to speculate on the possible relationship between the socio-

linguistic findings on Asserts Desire to Adult and those for Modulation. Such

speculation is prompted by the view of Modulation as a socialized speech form,
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taking into consideration the needs of the listener. In the light of Cats develop-

mental theories of E:ikson (1963), f.t seems likely that the development of any

socialized behaviors that require postponement and modulation of one's own behav-

ior for the sake of the other would depend on the prior development of a solid

sense of basic trust in the primary adult caretaker. Could not the development

of socialized forms (verbal or otherwise) be impeded by undermining the child's

innocent faith that the adult world will meet his own needs when asked to do so?

Is the child psychology of poverty the psychology of innocence too early lost?

The implications of the above findings will be discussed both with regard to

research in language development and practice in compensatory preschool education.

1. Research in language development. Developmental psycholinguistics has

evolved so rapidly during the 5 years since the present research was undertaken,

that a historical approach seems necessary in discussing its implications. When

the study began in 1967, pivot grammar dominated research in langqage development

(Brown and Bellugi, 1964). While it seemed obvious that statements with totally

disparate speech functions, for example, desire implementing for "more cookie"

and possession rights implementing for "my book," were being classified together

purely on the basis of their pivotal syntactic structure, there seemed no ready

way of integrating the present data on speech function with the ongoing research

on language structure. Bloom's (1970) ground-breaking studies on semantic-syn-

tactic relationships in early two-word utterances provided a framework for deriv-

ing possible implications of the present findings. Bloom described three compon-

ents in language development--linguistic experience, cognitive-perceptual devel-

opment and nonlinguistic experience. The present study suggests some hypotheses

concerning the nonlinguistic component, particularly experiences related to the

early development of the self-schema.

More specifically, the delay in the development of attributive syntactic
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ferns reported by Bloom (1970) seems to parallel the delay in the appearance of

ego-enhancing statements found in the present study. Since these ego-enhancing

statements are rich in attributes of size, color, plurality, etc. (e.g., "Look at

my big house"; "I'm four!"), it seems reasonable to assume that both the delay in

the development of the attributive form and the delay in the emergence of ego-

enhancing statements may relate to the delay in the development of a fully differ-

entiated self-schema with attributes to boast about. That is, it appears that a

delay in language structure seems to parallel a delay in speech function, and

that both delays may be related to the underlying development of the self-schema.

There may be other syntactic forms whose development depends on ego-differentia-

tion, for example, the dative would seem to require considerable self-other dif-

ferentiation. Further research seems indicated here.

Coming to the work in progress in developmental psycholinguistics, Bloom's

current studies on the role of spontaneous imitation in language development

(Bloom, Hood, and Lightbown, in preparation) are particularly interesting in the

light of the present findings on the self-referring Me Too statements, a common

pattern which persists at the same levels from ages 2 to 5. These statements in-

clude what is usually referred to as imitation, exact repetition, but they also

cover imitations of or analogies for the whole self, for example, one child might

say "I'm making whip cream," and the other then say "I'm making whip cre-m too";

or one child may say '1y milk comes in bottles," and the other then analogize

'Hine comes in containers." If imitation proves to play a significant role in

language development as a means of assimilating linguistic experience in the

Piagetian sense, as Bloom (in preparation) suggests, then the Me Too phenomenon

would provide a broad vehicle for assimilating linguistic experience to the

emerging self-schema. Me Too statements can be applied to a far broader range

of linguistic experience than exact repetition.
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Again we are hypothesizing that nonlinguistic developments with regard to

the self-schema contribute to language development. It may even be, in the ab-

sence of any evidence of parental reward and punishment for correct grammatical

usage, that shame and pride, or the self-esteem of the burgeoning ego, may play

a significant role in the achievement of linguistic creativity.

2. Practice in compensatory preschool education. All three studies, Method-

ological, Developmental, and Sociolinguistic, were designed to help "make 'natur-

al,' less didactic, group environments more effective," as Cazden (1972, p. 24)

puts it. These natural or whole-child programs assume that children will talk

"if there is something of importance to them to communicate...(and) if the child

has initiated it" (Mattick, 1972, p. 6). The teacher's role is viewed as a re-

sponsive one. On this basis, the development of a method for cataloguing self-

motivated everyday speech, plus the available frequency data from ages 2 to 5,

can be a useful tool in teacher training. While experienced teachers may have an

ear for the ways preschoolers talk spontaneously, teachers in training may not.

The Developmental Study has further implications for practice. It suggests

a changing role for the responsive teacher, in conjunction with the developmental

changes in the child's spontaneous ways of speaking from 2 to 5. Before age 3,

during the phase of Primary Socially Interdependent Speech, the teacher's recip-

rocal role in this mutually interdependent period would seem to require that she

provide the child with the optimal means for keeping her continually posted on

Ms actions, feelings, desires, and observations. The situation seems to require

that she actively help the child to put into words these actions, feelings, de-

sires and observations (e.g., "Is it the brush you want?"), and that she passive-

ly leave herself continually open to hearing him broadcast messages concerning

himself, so that she can better respond tc, his needs.

At around age 3, when the child's self-awareness and self-evaluation begins
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to emerge, it would seem particularly important for the responsive teacher to be

ready and able to share in the child's pride in his successes (e.g., "Good for

you! "), and to protect him from blows to his self-esteem by providing appropriate

justifications for his failures (e.g., "That was a hard one"). After age 3, as

the child speaks less and less to the teacher and more and more to other children,

with the increasing productivity of Secondary Sociable Speech, the quantity of re-

sponsive teacher speech will inevitably decline. Yet, qualitatively, responsive

teacher communication may still play a very significant role. The emergence at

age 4 or 5 of Tertiary Socialized Speech signals the need, and the ability, of

the child to resolve conflicts and difficulties in interpersonal interactions by

means of talking-it-over techniques, modulations, explanations, justifications,

etc., or by verbal discussions involving disagreeing and verbal arguments. The

responsive teacher, at this phase of development, can foster the development of

these socialized speech patterns by encouraging the use of such talking-it-over

techniques, as a way of resolving the myriad conflicts of daily school experience

(e.g., "Let's see why Johnny feels this way"). Essentially, responsive teacher

communication seems to require a developmental shift from nurturance to sociali-

zation from age 2 to 5.

The Sociolinguistic Study identified two everyday preschool speech patterns

that may have special significance for the later school functioning of disadvan-

taged black children, Modulation and Asserts Desire to Adult. The finding that

both advantaged groups (white and black) show higher Modulation scores than both

disadvantaged black groups (higher and lower IQ) suggests that teacher encourage-

ment of the talking-it-over techniques described above may be highly useful in

preparing the disadvantaged child for school. School life seems to be dominated

by the kind of rational talking-it-over processes that seem to be involved in

verbal modulations, explanations, justifications, etc. To the degree that the
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preschooler comes to school well practiced in the why-and-because processes that

seem to be involved here, he would seem to be better prepared for the whys-and-

becauses of school teaching and learning.

The findings for Asserts Desire to Adult, with both advantaged groups show-

ing an increment only for the lower IQ disadvantaged black group, suggest that

the preschool child who is least likely to turn to adults for help in fulfilling

his desires may be especially vulnerable to school problems. The data imply that

the preschool teacher needs to help these children to feel they can depend on

teachers to meet their own needs. Because early school learning inevitably oc-

curs in the context of high levels of verbal interaction between adult and child,

the ability to rely on the adult teacher, to ask her for help when needed, may

well be a key factor in facilitating early school learning.

The field of sociolinguistics is new, and the field of developmental socio-

linguistics has been virtually uncharted heretofore. Yet compensatory preschool

programs proliferate, unable to await the researcher's final judgment on the

relative merits of didactic vs. whole-child programs. For this reason, despite

the highly preliminary nature of the present research findings, educational im-

plications have been derived in an effort to articulate some of the teacher-child

communication processes that might help make whole-child programs more effective.
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Footnotes

1. Present address: Barnard College, Columbia University, New York, N.Y.

10027.

2. For an attempt to apply Skinner's functional system to the speech of two

preschoolers, see Horner and Gussow (1972).

3. It may be noted that no 2-year-olds were observed in the instrument

development phase. In the studies undertaken to date, the FIS-P has been found

to apply to 2-year-olds with no modification needed.

4. The 4-year-old sample for the Developmental and Sociolinguistic Studies

was selected from this previous simple, excluding a group of Ss at a Monteasori-

type school, and adding a group of advantaged Ss, to conform with the selection

criteria for the present stuZy (see sample description below).

5. It may be noted that tl,e positive-negative (evaluation) polarity is one

of three dimensions of meaning in the semantic studies of Osgood, Suci and Tannen-

baum (1957), the other two dimensions being strong-weak (potency) and active-

passive (activity). Recent research continues to support this semantic formula-

tion (Snider and Osgood, 1969).

6. Out of 174 Ss studied, only two produced no scoreable statements, one 3-

year -old advantaged white S, aad one 2-year-old disadvantaged black S.

7. Questions are scored in whichever category best describes their function.

For example, "Can I have some?" is scored as Desire Implementing (Category II),

while 17a.sn't that nice of me?" is scored as Ego-Enhancing (Category IV).

8. The elevated abbreviations Ch and Ad denote the Listener Designations

to Child and to Adult, respectively..

9. An empirical analysis of teacher- and child-addressed statements, in

progress, supports the above rational analysis.
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10. The average group was derived by selecting the 5 boys and 5 girls whose

Binet IQs came closest to 100, at the center where the 4-year-old disadvantaged

blacks were observed.

11. It may be noted that diffusely directed statements, those addressed

neither to adult nor child listeners specifically, were uncommon. Analysis of

the data for the previous 4-year-old study (Schachter, 1971) shows 187. adult-

directed, 71% child-directed, and 11% diffusely directed.

12. These eight low frequency scores are, in the Expressive Category, Sub-

categories Positive and Negative; in the Ego-Enhancing Category, Subcategories

Assumes Teacher Role-Competence, Asserts Pride in Goodness, etc., Assumes Teacher

Role-Goodness, Denigrates Other-Goodness, Denigrates Other-General; in the

Learning Implementing Category, Subcategory Pursues New Knowledge.

13. Guttman (1956) scalogram analysis could not be undertaken because there

was an insufficient number of points in the scale, 4 points for personal motives,

3 for social.

14. It is interesting to note that the data of the present study also have

implications for Piaget's (1926) formulations on egocentric speech. Specifically,

the finding that desire implementing speech is early maturing, with high levels

at age 2, and no evidence of an age increment from age 2 to 5, directly contra-

dicts Piaget's placement of this kind of speech in his late maturing category of

socialized speech (i.e., Commands, Requests and Threats). The present finding

may help to shed light on the long history of contradictory findings with regard

to Piaget's coefficient of egocentric speech. This coefficient, a percentage

which presumes to show the amount of immature egocentric speech relative to total

speech, has been found to vary from 27 to 70% (see Kohlberg, Yaeger and Hjertholm,

1968). The present data on desire implementing speech indicate that what is pre-

sumed to be an index of immature egocentric speech has in its denominator a very
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frequent form of immature desire implementing speech. Variations in the amount

of immature desire implementing speech could bring about confusing variations in

the index of immature egocentric speech. The data suggest that the coefficient

of egocentricism should be calculated, excluding the immature desire implementing

statements from the denominator. Better still, the general problem of the distor-

tions that are introduced with percent conversion of speech data (discussed above)

argues strongly for the use of an interval score, in studies of egocentric speech,

rather than a percentage.

15. It can be seen that, at the present state of knowledge, we are assuming

a linear relationship, if any, between preschool speech and rater school function-

ing, despite the likely complexity of the intervening processes.
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Table 1

Sample Description at Each Age Level
-N, Age, IQ, and Verbal Productivity-

Longitudinal Sample. N=4
A e Levels

3-0

N

Age (months)
Mean
Range

IQ
Mean
Range

Total Statements
Mean
Range

Total Intervals
Mean
Range

4 4 4 4 3

23.5 30.0 35.5 43.0 55.0
22-25 28-31 34-37 41-44 54-56

63.0

42-80

10.8

9-12

152.2
136-170

89.0 104.8 115.0 159.8
43-116 63-175 81-157 147-166

11.0 11.8
10-12 11-12

11.5- 12.0
11-12 12-12

Cross-Sectional Sample, N=170
Age Levels

Sociolinguistic Groups 2 1/2

Advantaged

_11/2

White
N 10 10 10 10

Age (months)
Mean 30.21. 42.60 52.70 65.50
s.d. 3.80 2.46 3.50 4.45

IQ
Mean 128.20 133.40 116.90 135.00
s.d. 23.35 13.13 18.24 15.13

Total Statements
Mean 92.10 72.60 69.10 135.80
s.d. 44.50 58.81 32.47 40.71

Total Intervals
Mean 11.10 9.50 10.60 11.40
s.d. 1.85 3.57 1.27 .70

Black
N 10 10 10 10
Age (months)

Mean 32.00 43.90 54.90 65.30
s.d. 3.43 2.14 3.18 3.92

IQ
Mean 110.60 113.80 111.90 113.10
s.d. 13.87 16.78 14.71 19.22

Total Statements
Mean 67.40 117.80 107.40 111.60
s.d. 18.40 50.13 48.98 53.10

Total Intervals
Mean 10.40 11.40 11,40 11.00
s.d. 2.32 1.08 .24 1.15
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Table 1 (cont.)

Cross-Sectional Sample. 11170 (cont.)
Sociolinguistic

Grou s
Age Levels

2 3 4

Disadvantaged Black
Higher IQa

N 10 10 10 10
Age (months)

Mean 30.80 43.20 53.60 65.50
s.d. 3.79 2.75 4.09 2.71

IQ

Mean 103.70 111.60 114.70 115.30
s.d. 7.73 6.03 7.24 14.88

Total Statements
Mean 47.90 72.00 67.10 135.50
a.d. 22.77 36.18 38.41 55.50

Total Intervals
Mean 9.80 9.20 9.90 16.70
s.d. 1.55 1.94 2.20 2.26

Average IQb
N 10
Age (months)

Mean 53.50
s.d. 3.28

IQ
Mean 99.50
s.d. 3.41

Total Statements
Mean 53.70
s.d. 25.48

Total Intervals
Mean 9.60

s.d. 1.51
/.,Terjacnc

N 10 10 10 10

Age (months)
Mean 30.00 42.20 55.20 54.40 66.20
s.d. 3.65 3.55 3.74 3.50 2.40

IQ
Mean 82.30 91.80 74.60 87.00 82.60
s.d. 5.93 9.06 13.14 3.60 9.76

Total Statemeuta
Mean 32.90 72.80 35.00 44.40 117.90
s.d. 2.33 34.17 31.16 28.30 58.66

Total Intervals
Mean 7.30 10.00 6.10 7.80 11.20
s.d. 3.83 2.05 4.04 2.80 1.14
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Table 1 (cent.)

Cross-Sectional Sample. N.8170 (corms)

Sociolinttuistic
Age Levels

2

Total Sample
N 40 40 50 40
Age (months)

Mean 30.75 42.98 53.95 65.63
s.d. 3.62 2.75 3.55 3.37

IQ
Mean 106.20 112.65 105.34 111.50
s.d. 21.66 19.76 19.87 23.91

Total Statements
Mean 60.08 83.80 70.09 125.20
s.d. 37.64 48.42 42.21 51.52

Total Intervals
Mean 9.65 10.03 9.77 11.08
s.d. 2.84 2.40 2.86 1.40

Note.--Half of each sample is male, half female, except for the longi-
tudinal sample at age 41/2, because one girl moved to the west coast. Means
for the longitudinal sample at age 41/2 are extrapolated from three Ss to four.

aUpper hale of sample for ages 21/2, 31/2 and 51/2; upper third at age 41/2.

b
Ten Ss with average IQ (93-105).

c
Lower half of sample for ages 21/2, 31/2 and 51/2: For age 41/2 there are two

columns of descriptive data, the column on the left describing the lower third
of the sample 1S=10), the cr'imn on the right describing the'lower third com-
bined with the average IQ r up (N=20).
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Table 2

Mean FIS-P Speech Scores for the Longitudinal Sample (N8E4)a
(Number of Intervals out of 12)

Age Levels
FIS-P Speech Scores 2-0 21/2 3-0 31/2 J 41/2

Subcategory Scores

Personal Motives

I. Expressive
Positive 0 0 0 1.0 .8

Negative .2 0 .2 .5

Positive/Negative 0 0 0 .2 .2

II. Desire Implementing
Asserts Desire 6.8 6.5 6.8 5.2 3.8

Stops Frustrator of Desireehb 2.0 3.5 3.5 1.8 1.2

III. Possession Rights Implementing
Asserts Possession Rights .5 2.0 1.2 1.0 3.8

Stops Frustrator-Possession RightsC 1.5 2.2 2.2 3.5 2.2

IV. Ego-Enhancing
Asserts Pride in Competence, etc. 1.0 3.5 4.5 2.8

Assumes Teacher Role-CompetenceCh 0 0 .5 .2

Denigrates Other-Competence, etc.Ch 0 .2 .a .2
)012
'2.8

Asserts Pride in Goodness, etc. 0 .5 0 0 0

Assumes Teacher Role-GoodnessCh 0 0 .5 .8 .2

Denigratei Other-Goodness, etc.Ch 1.2 .5 .2 0

Denigrates Other-GeneralCh 0 0 .5 0 .8

Teases and Tests Limits 0 0 1.5 3.0 1.2

Social Motives

V. Self-Referring-Including
Me Too 1.2 2.8 4.5 3.5 2.2

Me BetterCh 0 2.5 1.2 2.8

VI. JoiningCh
Join MeCh 1.0 2.0 3.0 3.5 2.0

Excludes OtherCh 0 0 .2 .8

VII. CollaborativeCh
DiscourseCh 0 2.0 5.0 6.2 10.2

DisagreeCh 0 .5 2.8 1.8 4.8

Dramatic PlayCh .2 1.2 2.2 4.2 5.8

ChantingCh .8 2.2 3.2 1.5 1.0

GivingCn 0 1.0 .2 1.2 1.0



Table 2 (cont.)

Ape Levels
3-0FIS-P S eech Scores 2-0

Subcategory Scores (cont.)

Other Motives

VIII. Learning Implementing
Pursues New Knowledge .5 3.8 1.8 1.5 .2

Restates Old Knowledge 1.0 1.0 0 1.0 .8

41-

IX. Reporting
About Self
About Others
About Things

Appended Scores

Adult Listener
Child Listener

dc
Asserts DesireA
Modulation

3.2 3.5 3.8 4.8 2.8
2.8 1.8 2.0 .5 .2

4.5 2.2 1.5 2.2 1.0

10.2 9.5 7.5 7.5 3.2

5.2 6.8 10.2 10.5 12.0
6.5 6.2 4.8 5.0 3.0

.2 1.0 4.5 4.5 8.0

a
Except for the Loss of a girl at age 41/2. Means at 41/2-year-old level

extrapolated from three Ss to four.

bStatement addressed almost exclusively to child listener.

cStatement addressed exclusively to adult listener.
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Table 3

Mean FIS-P Speech Scores for Advantaged White Sample
(Number of Intervals out of 12)

FIS-P Speech Scores
Age Levels

2 3 4

N 10 10 10 10

Subcategory Scores

Personal Motives

I. Expressive
Positive .6 .4 .5 .3

Negative .6 .1 .5 .2

Positive/Negative 2.2 1.2 .3 2.2

II. Desire Implementing
Asserts Desire ha
Stops Frustrator of Desire

5.8
1.9

5.1
1.8

5.9
1.1

4.6
2.4

III. Possession Rights Implementing
Asserts Possession Rights 1.2 .5 2.1 1.0
Stops Fr,.s,-%ator-Possession RightaCh 1.4 1.2 1.4 1.7

Leo-Enhanciv.g
Asserts Pride in Competence, etc. 1.5 2.8 3.1 3.0
Assumes Teacher Role-CompetenceCh .4 .2 .4 .9

Denigrates Other-Competence, etc.Ch .1 .2 .2 1.2
Asserts Pride in Goodness, etc. .2 .2 .4 .4

Assumes Teacher Role-GoodnessCh .2 .1 .2 .2

Denigrates Other-Goodness, etc.Ch .1 .2 .4 .1

Denigrates Other-GeneralCn .1 .1 0 0

Teases and Tests Limits 1.2 2.2 1,.2 2.8

Social Motives

V. Self-Referring-Including
Me Too 2.4 2.4 3.7 2.6
Me BetterCh .2 .8 .6 .9

VI . JoiningCh

Join MeCh 1.1 .7 2.1 1.9
Excludes OtherCh 0 .2 .8 .7

VII. CollaborativeCh
DiscourseCh 3.4 3.1 4.1 6.4

DisagreeCh 1.2 1.0 .9 3.8
Dramatic PlayCh 1.0 1.3 2.0 1.8
ChantingCh .7 1.0 1.6 .8

GivingCn .6 .8 .7 .9
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Table 3 (cont.)

FIS-P Speech Scores
Age Levels

2h 31/2 4k

St jicate cgt2Lell (cont.)

Other Motives

VIII. Learning Implementing
Pursues New Knowledge ./ .3 .4 .8

Restates Old Knowledge 1.8 .9 .4 1.5

IX. Reporting
About Self 3.6 2.9 3.9 3.9
About Others 1.5 .8 .2 1.7
About Things 1.6 1.2 2.0 2.3

Appended Scores

Adult Listener 7.3 6.1 4.5 5.2
Child Listener , 7.9 6.6 8.1 10.4
Asserts DesireAdo 2.7 2.4 3.5 1.7
Modulation .6 .5 2.7 3.4

aStatement addressed almost exclusively to child listener.

bStatement addressed exclusively to adult listener.
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Table 4

Mean FIS-P Speech Scores for Advantaged Black Sample
(Number of Intervals out of 12)

Age Levels
FIS-P Speech Scores 24 1 3k

N 10 10

$ubcateRory Scores

Personal Motives

I. Expressive
Positive .4 .7

Negative .5 .8

Positive/Negative .3 1.8

II. Desire Implementing
Asserts Desire

haStops Frustrator of DesireC
4.5 3.6
4.0 3.7

III. Possession Rights Implementing
Asserts Possession Rights .7 1.6

Stops Frustrator-Possession RightsCh 2.5 2.4

IV. Ego-Enhancing
Asserts Pride in Competence, etc. 1.6 2.8
Assumes Teacher Role-CompetenceCh 0 .3

Dzaigrates Other-Competence, etc.Ch .1 .1

Asserts Pride in Goodness, etgt .3 .2

Assumes Teacher Role-Goodness" 0 0

Denigrates Other-Goodness, etcch .5 .2

Denigrates Other-GeneralCh 0 .3

Teases and Tests Limits .2 2.1

Social Motives

V. Self-Referring-Including
Me Too 3.5 3.6

Me BetterCh .1 .2

VI. Joining'
Join MeCh

Excludes OtherCh

VII. CollaborativeCh

2.8 2.1
.2 1.5

DiscourseCh 2.0 6.0
DisagreeCh 0 3.1

Dramatic PlayCh 1.6 2.2
ChantingCh 2.1 1.7

GivingCh .3 .7

44 54

10 10

.1 .5

.7 .7

.6 1.9

3.9 3.3
2.9 3.5

2.5 1.0
2.1 .8

3.9 1.7
.3 .3

1.3 .6

.8 .1

.3 .1

.9 .5

.8 .7

1.5 2.4

3.8 1.9

.8 1.1

2.6 2.4

1.5 1.1

7.1 7.8
2.9 3.5
2.4 2.6
1.1 1.4

.4 1.2
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Table 4 (cont.)

Age Levels

IS-P S eech Sco es 2 3 4 5

SubcateRory Scores (cont.)

Other Motives

VIII. Learning Implementing
Pursues New Knowledge .3 .4 .2 .4

Restates Old Knowledge .8 .8 .5 .4

IX. Reportin3
About Self 2.3 2.6 3.8 3.1

About Others .5 1.3 1.2 2.0

About Things .8 1.3 1.6 1.2

Appended Scores

Adult Listener 5.8 4.1 4.4 3.1

Child Listener 8.0 10.0 10.1 10.4

Asserts DesireAdu 2.5 1.9 2.4 1.6

Modulation .4 1.7 2.7 2.7

aStatement addressed almost exclusively to child listener.

bStatement addressed exclusively to adult listener.
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Table 5

Mean FIS-P Speech Scores for Disadvantaged Black Higher IQ Sample
(Number of Intervals out of 12)

FIS-P Speech Scores
Age Levels

21/2 3 41/2 5

N 10 10 10 10

Subcategory Scores

Personal Motives

I. Expressive
Positive .1 .5 .4 .4
Negative .2 .4 .4 .7
Positive/Negative 1.1 .8 .4 1.3

II. Desire Implementing
Asserts Desire

haStops Frustrator of DesireC
3.6
4.3

3.1
2.7

3.6
2.3

3.4
4.1

III. Possession Rights Implementing
Asserts Possession Rights .5 1.2 2.0 .7
Stops Frustrator-Possession RightsCh .4 1.4 1.2 1.9

IV. Ego-Enhancing
Asserts Pride in Competence, etc. .7 3.1 2.8 4.4
Assumes Teacher Role-CompetenceCh 0 .4 0 .3

Denigrates Other-Competence, etc.Ch 0 .8 .2 1.3
Asserts Pride in Goodness, etc. .1

.0.

.2 0
Assumes Teacher Role-GoodnessCh .2 .3 .3

Denigrates Other-Goodness, etc.Ch .1 .2 .9 .7

Denigrates Other-GeneralCh .1 .2 0 .5

Teases and Tests Limits .4 1.5 .5 2.7

Social Motives

V. Self-Referring-Including
Me Too 1.5 2.0 3.6 2.3
Me Better 0 .4 .5 2.7

VI. JoiningCh
Join MeCh 1.1 .9 2.2 3.7
Excludes OtherCh 0 .2 .8 1.4

VII. CollaborativeCh
DiscourseCh 1.7 4.1 5.4 6.9

DisagreeCh .3 1.2 .7 3.5
Dramatic PlayCh .6 .7 1.7 .6
ChantingCh .8 1.4 .9 2.2
Giving .3 .4 1.3 .6
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Table 5 (cont.)

FIS-P Speech Scores
Age Levels

41/2 51/221/2 3k

Subcategory Scores (cont.)

Other Motives

VIII. Learning Implementing
Pursues New Knowledge .8 .2 .3 .5

Restates Old Knowledge 1.2 .2 .4 .9

IX. Reporting
About Self 1.8 2.3 3.1 2.6

About Others .3 1.1 .7 1.8

About Things 1.3 .9 .9 1.8

Appended Sc(!.:,

5.2 4.1 4.6 2.5Adult Listener
Child Listener , 6.2 7.0 7.8 10.1

Asserts DesireAdo 1.6 1.3 2.3 .8

Modulation .2 .6 1.2 1.7

Note.--Higher IQ denotes upper half of sample of 20 for 21/2-, 31/2- and

51/2-year-old samples and upper third of sample of 30 for 4k-year-olds.

aStatement addressed almost exclusively to child listener.

bStatement addressed exclusively to adult listener.
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Table 6

Mean FIS-P Speech Scores for Disadvantaged Black Lower 14 Sample
(Number of Intervals out of 12)

FIS-P Speech Scores
Age Levels

4 5

N 10 10 s 10 10 10

Personal Motives

I. Expressive
Positive .5 .1 .1 .2 .3

Negative .3 .8 .3 .4 .8

Positive/Negative .3 .7 .7 .5 1.8

II. Desire Implementing
Asserts Desire

haStops Frustrator of Desire
1.9
3.2

3.8
2.8

2.2
1.6

2.6
2.4

2.9
3.6

III. Possession Rights Implementing
Asserts Possession Rights .4 .7 .9 1.3 1.8

Stops Frustrator-Possession RightsCh .8 1.2 .8 .8 2.3

IV. Ego-Enhancing
Asserts Pride in Competence, etc. .8 2.8 1.5 2.6 2.1
Assumes Teacher Role-CompetenceCh .1 .2 0 .1 .2

Denigrates Other-Competence, etc.Ch 0 .2 0 .2 .5

Asserts Pride in Goodness, etc. 0 .2 .1 .4 0

Assumes Teacher Role-GoodnessCh 0 0 0 .2 .4

Denigrates Other-Goodness. etc.Ch 0 .1 0 .2 .9

Denigrates Other-GeneralCn 0 0 0 0 1.0

Teases and Tests Limits .4 1.2 0 0 2.9

Social Motives

V. Self-Referring-Including
Me Too 1.3 1.5 .5 1.3 2.9

Me BetterCh .1 .2 .1 .4 1.7

VI. JoiningCh
Join MeCh .7 1.1 .6 .8 2.2

Excludes OtherCh .3 .4 .2 .4 1.1

VII. CollaborativeCh
DiscourseCh 1.8 3.4 2.5 3.4 6.8

DisagreeCh .2 .8 .3 .5 3.2

Dramatic PlayCh .5 1.1 .9 .8 1.6

ChantingCh 1.1 1.3 .2 .2 2.1

GivingCh .2 .7 .2 .6 .6
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Table 6 (cont.)

FIS-P S eech Sco es
Age Levels
31s 4 51..

Subcategory Scores (cont.)

Other Motives

VIII. Learning Implementing
Pursues New Knowledge 0 .2 .1 .2 .3

Restates Old Knowledge .4 .3 .1 .2 .6

IX-Reporting
About Self 1.3 2.0 1.0 1.4 3.5

About Others .2 1.4 .9 .6 1.0

About Things .4 1.5 .6 .8 1.6

Appended Scores

Adult Listener 3.3 4.6 2.1 2.6 2.0

Child Listener 5.2 8.0 5.3 6.7 10.5

Asserts DesireAdb .6 1.5 .9 1.0 .6

Modulation 0 .5 .4 .8 1.9

Note.--Lower IQ denotes lower half of sample of 20 for 21/2-, 31/2- and 51-

year -old samples; lower third of sample of 30 for 4k-year-old column, left
side; and lower third plus average IQ group (N=20) for 4k-year-old column,
right side.

aStatement addressed almost exclusively to child Listener.

bStatement addressed exclusively to adult listener.
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Table 7

SUMMARY OF DEVELOPMENTAL FINDINGS: TABLES 2-6
Number of Five Samples with Age Increase, Decrease or Neither

for FIS-P Speech Scores with Adequate Frequencies

FIS-P Speech Sco es

Subcategory Scores

Personal Motives

I. Expressive
Positive/Negative

e De rease Neither 'A _e Increase

II. Desire Implementing
Asserts Desire

hhStops Frustrator of Desire

III. Possession Rights Implementing
Asserts Possession Rights
Stops Frustrator Possession RightsCh

IV. Ego-Enhancing
Asserts Pride in Competence, etc.
Denigrates Other-Competence, etc.Ch
,Teases and Tests Limits

Social Motives

V. Self-Referring-Including
Me Too
(Me Better'

VI. Joining
Ch

Join MeCh

Excludes OtherCh'

VII. Collaborative
DiscourseCh
DisagreeCh

Dramatic PlayCh
[ChantingCh
GivingC"

Other Motives

3

1
Lo

1
AB

1
AB

1AB

4

1
DBH

4

4
2

3

3

2
1Lo

2

4

VIII. Learning Implementing
Restates Old Knowledge 5

IX. Reporting
About Self

[About Others
About Things

1Lo
4

LAW
4

1
DBLa

1DBL

1
DBL

2

5*
5*

21c

1DBL

5j*

3

4

5*
5*
5*

1DBL

1DBL

31
1DBL
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Table 7 (cont.)

FIS-P Speech Scores Age Decrease Neither Age Increase

Appended Scores

Adult Listener 4 1
DBL

Child Listener 5*
Asserts DesireM 2 3

Modulation 5*

Note.--Age increase, decrease, or neither covers ages 21/2, 31/2, 411 and 511

for all samples except the longitudinal sample. For the latter, only the age
levels 211, 31/2 and 411 are summarized in Table 7. The criterion for adequate
frequency of score was that more than one of the five samples show a mean
greater than 1.0 at any of the age levels under study.

a
When a tingle sample is developmentally atypical relative to all of the

other four samples (i.e., fails to show the typical age increment, decrement,
or neither), the sample is identified as follows: DBL denotes Disadvantaged
Black Lower IQ sample, DBH Disadvantaged Black Higher IQ, Lo Longitudinal, AB
Advantaged Black, and AW Advantaged White.

b
Statement addressed almost exclusively to child listener.

c
Brackets denote Subcategory Score inconsistent with findings for other

subcategory within same category.

d
Statement addressed exclusively to adult listener.

* Sign test 2. < .03 (one-tailed).
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Table 8

Summary of Analysis of Variance: Sociolinguistic Group X Age X Sex
(With Replication for Sex)

ris-p Speech Scores

Socio-
linguistic
Group
(A)

Age
(B)

Sex
(2) AXB AXC BXC AXBX

Subcategory Scores

Asserts Desire 8.72** .27 3.03 1.14 .12 .63 .35

Me Too 4.32** 1.82 .51 3.45** 1.36 1.51 .71

Collaborative DisagreeCha 4.34** 27.51** .50 2.21* .33 .55 1.39
Collaborative Dramatic PlayCh 4.90** 1.83 .26 .42 1.66 .88 .95

Reporting About Self 4.44** 2.30 .10 .92 .99 .31 .98

Appended Scores

Asserts DesireAdb 6.64** 2.75* 6.32* .50 .08 2.03 .87

Modulation 7.54** 23.86** .02 1.48 .54 1.52 .16

df 3 3 1 9 3 3 9

aStatement addressed almost exclusively to child listener.

bStatement addressed exclusively to adult listener.

* a< .05.

** 2. < .01.
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Table 9

Summary of Scheffe Tests of Differences Among
Sociolinguistic Groups

FIS-P Speech Scores

Means for Sociolinguistic Groups
Advanta ed Disadvantaged

White L1ack Higher IQ Lower IQ

Subcategory Scores

a
5.3

H

2.8
1.0
1.5
3.6L

2.6L
1.8a

3.8
3.9L
3.oHL

2.2HL
3.0

2.1
L

1.9HL

3.4
2.4
1.0
.9

2.4

1.5
.9

2.5
1.1

.6

1.0

2.0

.9

.8

Asserts Desire
Me Too

hbCollaborative DisagreeC
Collaborative Dramatic Play

Ch

Reporting About Self

Appended Scores

Asserts DesireAde

Modulation

Note.--Means of all four age levels, 21/2 to 5k, except for scores
with significant age by sociolinguistic interaction, Me Too and Collabor-
ative Disagree (see Table 8). ,For the latter two scores, means are shown

for the age range where Scheffe tests show a significant sociolinguistic
effect, 211 to 41/2 for Me Too, and 3k to 41/2 for Collaborative Disagree.

a
H indicates that the advantaged mean is significantly higher (2.< .05)

than the mean for the higher IQ disadvantaged black group. L indicates that
the advantaged mean is significantly higher (2, < .05) than the lower IQ
disadvantaged black group.

bStatement addressed almost exclusively to child listener.

c
Statement addressed exclusively to adult listener.
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Figure 1.--Speech Scores--Child Listener and Adult Listener: Mean number of
3-minute intervals in which these kinds of speech occurred at ages 21/2, 31/2, 41/2 and

51/2, for Sociolinguistic Groups, Advantaged White, Advantaged Black, Disadvantaged
Black Higher IQ and Disadvantaged Black Lower IQ.
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Figure 2.--Speech Score--Asserts Pride in Competence or Achieve-
ment, in Possessions, in Knowledge, or in Whole Self: Mean number of
3-minute intervals in which this kind of speech occurred at ages 21/2,

31/2, 41/2 and 51/2, for Sociolinguistic Groups, Advantaged White, Advan-
taged Black, Disadvantaged Black Higher IQ and Disadvantaged Black
Lower IQ.
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Figure 3.--Speech Score--Asserts Desire: Mean number of 3-minute
intervals in which this kind of speech occurred at ages 21/2, 31/2, 41/2 and

5'1, for Sociolinguistic Groups, Advantaged White, Advantaged Black,
Disadvantaged Black Higher IQ and Disadvantaged Black Lower IQ.
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Figure 4.--Speech Score--Me Too: Mean number of 3-minute intervals
in which this kind of speech occurred at ages 21/2, 31/2, 41/2 and 51/2, for
Sociolinguistic Groups, Advantaged White, Advantaged Black, Disadvantaged
Black Higher IQ and Disadvantaged Black Lower IQ.
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Figure 5.--Speech Score--Collaborative Disagree: Mean number of 3-
minute intervals in which this kind of speech occurred at ages 21/4, 31/4, 41/4

and 5;, for Sociolinguistic Groups, Advantaged White, Advantaged Black,
Disadvantaged Black Higher IQ and Disadvantaged Black Lower IQ.
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Figure 6.--Speech Score--Collaborative Dramatic Play: Mean number of
3-minute intervals in which this kind of speech occurred at ages 2k, 31/4,
41/4 and 51/2, for Sociolinguistic Groups, Advantaged White, Advantaged Black,
Disadvantaged Black Higher IQ and Disadvantaged Black Lower IQ.
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Figure 7.--Speech Score--Reporting About Self: Mean number of 3-minute

intervals in which this kind of speech occurred at ages 21/2, 31/2, 41/2 and 51/2,

for Sociolinguistic Groups, Advantaged White, Advantaged Black, Disadvan-

taged Black Higher IQ and Disadvantaged Black Lower IQ.
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Figure 8.--Speech Score--Asserts Desire to Adult: Mean number of 3-
minute intervals in which this kind of speech occurred at ages 211, 3, 41;
and 51/2, for Sociolinguistic Groups, Advantaged White, Advantaged Black,
Disadvantaged Black Higher IQ and Disadvantaged Black Lower IQ.
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Figure 9.--Speech Score--Modulation: Mean number of 3-minute intervals
in which this kind of speech occurred at ages 2, 3, 4 and 5.k, for Socio-
linguistic Groups, Advantaged White, Advantaged Black, Disadvantaged Black
Higher IQ and Disadvantaged Black Lower IQ.


